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Abstract 
This study aimed to explore the occupational identities of early-career music teachers. 
Specifically, the project investigated how the occupational identities of two Chinese music 
teachers were influenced and shaped by pedagogical content knowledge and skills, 
professional knowledge and skills, self-knowledge, performer/teacher identities, and 
school context. Previous literature suggests that early-career teachers usually face 
inconsistencies between their expectations of what music teachers are and what they do, 
and the reality of how they are to survive and function in their workplaces (Ballantyne, 
2007a; Cook, 2009; Kagan, 1992; Perkins & Triantafyllaki, 2013; Wagoner, 2011). Those 
who fail to adjust their expectations to the real teaching environment may experience 
frustrations or drop out of the teaching occupation. An effective way to secure teachers’ 
commitments to their occupation and ensure success in the field is to develop a functional 
and productive teacher identity (Akkerman & Meijer, 2011; Ballantyne, 2005; Ballantyne, 
Kerchner, & Arostegui, 2012; Beauchamp & Thomas, 2009; Britzman, 2003; Hoban, 2007; 
Scheib et al., 2007), as identity can shape the teacher’s disposition, professional 
expectations, and occupational obligations (Hammerness, 2005). Negotiation between 
idealised and realised identities can be especially difficult for music teachers (Ballantyne, 
2007a) because they also face the challenge of inadequate resources, multiple 
responsibilities, high workload, professional isolation, and a low level of music perception 
in school communities (Wagoner, 2011). 
 
Despite a wide acceptance of this notion, the development of music teachers’ occupational 
identities may receive little attention in their early teaching years (Ballantyne, 2007a; 
Wagoner, 2011). My motivation for embarking on this study rests with a desire to 
understand the ways in which self-knowledge influences early-career music teachers’ level 
of commitment to being a music teacher. Specifically through an explanation from the 
basic psychological needs perspective, I sought to find out why music teachers exhibit 
varying thoughts and behaviours when they face similar challenges and difficulties in the 
pedagogical, professional and school context. Using the methodological approach of case 
studies, data were gathered by interviewing the two teacher participants, their mentors and 
colleagues. These data were then constructed into case descriptions of each teacher 
within their school context.  
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The findings of this study suggest that occupational identities of Chinese early-career 
music teachers can include musician, performer and music teacher. The distinctions 
between the idealised and realised lives of music teachers are mainly influenced by having 
to undertake tasks outside their professional areas, difficulties in effective teaching, 
classroom management and student discipline, and low salaries and status within the 
school. Importantly, the study found that fulfilling the psychological needs of relatedness, 
competency and autonomy at work are beneficial for early-career music teachers in 
maintaining confidence and knowledge. Fulfilling these needs enables them to reconstruct 
an appropriate music teacher identity, allowing them to function in their workplace. Another 
significant outcome of the research found that early-career music teachers who have more 
intrinsic motivations than extrinsic motivations at work will more readily accept the realised 
school context and develop a positive attitude towards teaching.  
 
The last finding of the study is that early-career music teachers are not equally influenced 
or shaped by pedagogical content knowledge and skills, professional knowledge and skills, 
self-knowledge, performer/teacher identities, and school context. The case studies in this 
thesis revealed that self-knowledge and performer/teacher identities are the two most 
important themes; they are mutually constitutive, dually influencing, and are shaped by the 
other three themes (pedagogical content knowledge and skills, professional knowledge 
and skills, and school context). This finding reinforces the need for pre-service and in-
service music teachers to critically reflect upon how their occupational identities are 
shaped by their basic psychological needs and work motivation. Such reflection could 
enable early-career music teachers to negotiate their idealised teacher identities with their 
realised teacher identities, assisting them to adapt to their working lives and increase their 
effectiveness as professionals. 
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Chapter 1 Introduction 
1.1 Context of the Study 
A shortage of qualified teachers is a common problem in many countries. For 
example, the Ministerial Council on Education Employment Training and Youth Affairs 
[MCEETYA] (2004) reported that Australia was facing a significant shortage of primary and 
secondary school teachers in 2000, and it was predicted to continue until 2012. One of the 
most significant reasons for teacher shortage is the high attrition rate of early-career 
teachers. The Quality Counts 2000 reported that in the United States (US) about half of 
teachers entering the profession left within the first five years (Chronister, 2000). In the 
music area, an investigation from England (Welch, Purves, Hargreaves, & Marshall, 2011) 
showed that only 50 percent of newly qualified music teachers continued on to be full-time 
school teachers. In China, there are no reports on the attrition rate of new teachers, but it 
is reported that Chinese school teachers are facing increasing work pressures, which are 
the main factor contributing towards teacher attrition (see Jiang, Liao, Zhou, Fang, & Shen, 
2012; Tang, Zhang, & Zhu, 2009; Xu, Shen, & Zhu, 2002).  
High attrition rates affect students’ learning and school management (Hong, 2012; 
Theobald, 1990). When a teacher leaves a school, it disrupts students’ learning and it 
could directly or indirectly affect students’ study. High attrition also leads to the loss of 
qualified teachers. This may increase the burden on school management because the 
school consequently needs to recruit replacement teachers. 
Many researchers have explored the reasons why early-career teachers leave their 
profession (e.g. Ballantyne, 2007a; Hong, 2012; Ingersoll, 2001, 2003; Ingersoll & Smith, 
2003). Ingersoll and Smith (2003) identified four possible reasons for this including school 
staffing action, family or personal reasons, pursuit of another job, and dissatisfaction. They 
found dissatisfaction might be caused by many factors, such as poor salary, student 
discipline problems, poor administrative support, poor student motivation and a lack of 
faculty influence (Ingersoll, 2001, 2003; Ingersoll & Smith, 2003). They also indicated that 
the combination of pursuing another job and dissatisfaction with the current position has 
been reported as playing a major role (two-thirds of all beginning teacher attrition) in 
teacher attrition.  
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Early-career music teachers may also face additional challenges. Ballantyne (2007a) 
identified two major challenges for music teachers. One is physical and professional 
isolation within their school. The music department of a school tends to have one or two 
music teachers; they are often physically separated from the main teaching building due to 
the excessive noise their subject is producing. This may lead to an emotional isolation that 
influences their job satisfaction. The other challenge is high workload and multiple 
responsibilities. In addition to classroom teaching, music teachers also need to organise 
the extra-curricular music program of a school, for instance, directing and performing in the 
school orchestra, choir and music bands.  
The above external factors may be important for early-career teachers when deciding 
whether to stay or leave the occupation. However, career decisions are seldom made as a 
result of external forces alone; rather it is always intertwined with one’s meaning-making 
process and internal value system (Hong, 2012). Individual teachers may make differing 
decisions when facing the same challenges. There is wide agreement among scholars that 
developing an identity as a teacher is an effective way to secure teachers’ commitment to 
their work and adherence to professional norms (see Akkerman & Meijer, 2011; Ballantyne, 
2005; Ballantyne et al., 2012; Beauchamp & Thomas, 2009; Britzman, 2003; Hoban, 2007; 
Scheib et al., 2007), because identities shape teachers’ dispositions, professional 
development expectations, and occupational obligations (Hammerness, Darling-Hammond, 
& Bransford, 2005).  
Existing research focuses on the formation of the occupation identify of pre-service 
teachers, and the transition from pre-service teaching to the profession (e.g. Cox, 1994; 
Hellman, 2008; Isbell, 2008; L'Roy, 1983; Roberts, 1990). Limited research has to date 
been conducted with early-career music teachers (Ballantyne, 2007a; Wagoner, 2011). 
The context of the research is mostly in English-speaking countries. In addition, the 
analysis of occupational identity development of music teachers focuses on the social 
construction perspective (e.g. Bouij, 2004; Wagoner, 2011; Woodford, 2002). The process 
of this study is to explore the development of the identity of music teachers in their early-
career stage in one school in China, particularly focusing on the internal, self-knowledge 
aspects associated with teacher identity. I have used self-determination theory (SDT) to 
introduce and explore the content of self-knowledge and how self-knowledge influences 
teacher identity development. Therefore, this study provides new case studies to help us 
understand how the occupational identity of early-career teachers develops as a complex 
interaction with the specific teacher’s personal dispositions and response to social 
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environment. Moreover, this study’s location in China gives us a broader understanding of 
the meaning of occupational identity. 
1.2 Research Questions  
In response to the issues identified in the literature, this study investigated the 
occupational identity of two Chinese classroom music teachers. Three main questions 
provided focus for the investigation: 
RQ1. What are the occupational identities of two selected early-career music teachers 
in China? 
RQ2. What do they consider to be the distinctions between idealised and realised 
teacher identity in their workplace?  
RQ3.  How did self-knowledge influence the development of their commitment level to 
being a music teacher? 
In order to investigate these questions, I conducted two case studies. Each case 
consisted of a classroom music teacher as a primary participant; with this teacher’s mentor 
teacher and colleagues as secondary participants. The teachers teach at the same school 
and have both been working in this school for slightly more than three years when this 
study was performed. However, they represent different understandings of what it means 
to be a music teacher (one participant has more commitment than the other does), and 
have very different identity profiles. As the participants face similar challenges and enjoy 
the same amount of professional support, the contrast and comparison between these two 
participants is useful for identifying some conditions relating to self-knowledge, which 
influences their commitment to being a music teacher. Data were generated through semi-
structured and open-ended interviews. The case studies were presented as descriptive 
texts, formed through a process of negotiation and co-construction with the participants, 
resulting in richly detailed descriptions of their development process of occupational 
identities. 
1.3 Definition of Terms 
The definition of terms used in this study is derived from research in occupational 
identity, as given below: 
Identity: “The set of characteristics, values, aspirations, and representations that 
people use to define themselves” (Soenens & Vansteenkiste, 2011, p. 384). The content of 
one’s identity is built in “complex interactions between genetic dispositions (e.g. talents 
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and preferences) and responses by the social environment”, and it may change across 
time (p. 384).  
Identity development: Identity development “occurs when an individual experiences 
discursive tension and cognitive dissonance leading to heightened understanding (meta-
awareness) of the intersections among personal and professional subjectivities” (Alsup, 
2006, p. 205). 
Occupational identity1: (a) “One’s perception of occupational interests, abilities, 
goals, and values”; (b) “a complex structure of meanings in which the individual links his or 
her motivation and competencies with acceptable career roles” (Skorikov & Vondracek, 
2011, pp. 693-694).  
Self-knowledge: The content of self-knowledge includes the three basic 
psychological needs (competence, autonomy and relatedness), motivation and 
internalisation, which all contribute to understanding how individuals develop their 
commitments to an identity. 
Three basic psychological needs: These include the need for relatedness, which 
indicates the need “to feel connected with other people and to be genuinely accepted in 
interpersonal relations”; the need for competence that people require “to feel effective in 
realising and obtaining desired outcomes”; and the need for autonomy, which represents 
the need “to experience a sense of volition and psychological freedom in one’s actions” 
(Soenens & Vansteenkiste, 2011, p. 383).  
Motivation: “Intrinsic motivation involves doing an activity because the activity itself 
is interesting and enjoyable for its own sake, whereas extrinsic motivation involves doing a 
behavior because it is important for an instrumental outcome” (Ryan & Deci, 2003, p. 258). 
Internalisation: The process of internalisation represents an individual’s 
continuous transformation of socially valued mores, norms, and rules into their endorsed 
values and self-regulations (Soenens & Vansteenkiste, 2011), and then translating them 
into the process of identity formation. 
Roles: Roles are “defined by norms structured by the institutions and organisations 
of society. Their relative weight in influencing people’s behaviour depends upon 
                                            
1 In literature, there are several terms relevant to occupational identity, including 
professional identity, vocational identity, work identity, and career identity (Skorikov & Vondracek, 
2011). In this document, I assume they are of the same meaning, as defined in the text, and use 
them interchangeably. 
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negotiations and arrangements between individuals and these institutions and 
organisations” (Castells, 2010, p. 6). 
Role conflict: “A term used in various meanings: (a) A person plays two or more 
roles that are perceived to be incompatible with each other; (b) a person defines a role one 
way and other persons define it differently; and (c) ‘related roles have incompatible 
expectations of the focal role’, as can be the case when ‘supervisors receive conflicting 
expectations from workers and managers’” (Froehlich, 2007, p. 120). 
Early-career music teacher:  A qualified teacher who is teaching in the first three 
years in his/her profession.  2 
1.4 Significance of the Research  
This study enhances theoretical and practical understandings of occupational 
identity. Theoretically, this study provides new evidence on how self-knowledge influences 
the music teachers’ occupational identity development. Few researchers have explored 
the psychological factors that influence their occupational identity formation (Andrzejewski, 
2008; Rodgers & Scott, 2008). However, an individual’s occupational identity development 
is an interaction between his/her personal dispositions and social environment. 
Furthermore, the study provides new cases for research into the occupational identities of 
early-career music teachers. There is limited research exploring the development of 
teachers in their early teaching period (Ballantyne, 2007a; Wagoner, 2011). However, the 
early-career stage is important for the development of their occupational identities, 
because music teachers make decisions about what kinds of teachers they are going to 
be, and whether they will continue on as music teachers (Flores & Day, 2006; Gratch, 
2001; Hawkey, 1996).  
Practically, this study helps beginning teachers to adapt to the new working 
environment. Firstly, this study provides a detailed description of the (physical and 
psychological) challenges faced by these early-career teachers in a particular context.  For 
beginner music teachers, it is helpful to know that the difficulties they are facing in 
occupational identity formation also reflect other teachers’ experiences. The methods other 
teachers used to overcome these difficulties may help new teachers to deal with their own 
difficulties. Moreover, this study may help early-career teachers to understand the 
                                            
2 The definition of the teacher level follows the model of Berliner (1994) on the teacher 
stage, which defined the first three years as the beginning level of teachers. 
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meaning of being a teacher, and the process of adaptation to the school environment. 
From an administrators’ perspective, the project may help the administrator to understand 
the needs of beginning teachers and to develop a protective and supportive environment 
for them. This may help early-career teachers to adapt to teaching and to reach their 
effective teaching level.  
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Chapter 2 Literature Review 
In this chapter, I propose a theoretical framework for conceptualising and 
investigating the occupational identity development of early-career music teachers. The 
chapter contains six sections; in the first section, I review the literatures on identity 
development theories. It provides a theoretical background for the choice of self-
determination theory (SDT) on identity formation. In the second section, I explain SDT in 
detail, and its applications in identity development research. In the third section, I review 
the definition and function of occupational identity. The fourth section is a detailed 
description of the theoretical model proposed including the six themes that influence the 
formation and development of occupational identity. In the following section, I summarise 
the related studies of teachers’ occupational identity in Mainland China. It highlights the 
necessity of conducting research on the occupational identity of early-career music 
teachers in China. Lastly, the chapter is summarised with the research questions that 
guide the research. 
2.1 Related Theories Review on Identity Development 
Many researchers (for example, Bart Soenens, Edward L. Deci, Maarten 
Vansteenkiste, and Richard M. Ryan) agree with the following definition of identity 
formation, as described by Erikson (1968):  
The wholeness to be achieved at this stage I have called a sense of inner identity. 
The young person, in order to experience wholeness, must feel a progressive 
continuity between that which he has come to be during the long years of 
childhood and that which he promises to become in the anticipated future; 
between that which he conceives himself to be and that which he perceives others 
to see in him and to expect of him. Individually speaking, identity includes, but is 
more than, the sum of all the successive identifications of those earlier years when 
the child wanted to be, and often was forced to become, like the people he 
depended on. Identity is a unique product, which now meets a crisis to be solved 
only in new identifications with age mates and with leader figures outside the 
family (p. 87). 
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However, there is little agreement in the literature about the specific processes and 
dynamics surrounding the notion of ‘identity’. In particular, there has been a long argument 
between two different perspectives - the “discovery” perspective and the “construction” 
perspective, in the identity literature (For discussion see Schwartz, 2005; Waterman, 1984).  
The discovery perspective insists that there is a “true self” lying at the core of an 
individual’s identity (Waterman, 1984, 2011). The ultimate goal of identity formation is to 
discover the nature of one’s true self. The tasks of one’s identity development include “(a) 
discovery of personal potentials; (b) choosing one’s purpose in living; and (c) finding 
opportunities to act upon those potentials and purposes in living” (Waterman, 2011, p. 
357). In contrast, the construction perspective denies the existence of a true self. It is the 
individual’s responsibility to actively determine who they think they ‘really’ are (Berzonsky, 
1986). However, the viable constructions that one can generate are limited by biological 
and environmental factors (Berzonsky, 1986).  
Both the discovery and construction perspective have been criticised. Critics of the 
discovery perspective disagree that an individual’s identity is “a predetermined ‘thing’, 
waiting to be discovered” (Soenens & Vansteenkiste, 2011, p. 384). For example, 
Berzonsky (1986) argued that the term ‘true self’ indicates that there is an innate and 
predetermined identity for everyone that needs to be discovered. Critics of the construction 
perspective argue that this perspective only elucidates how people construct their identity, 
but does not specify the source of energy that may foster this identity work (Soenens & 
Vansteenkiste, 2011). For instance, Schwartz (2002) argued constructivism only deals with 
the specific process of identity formation, and it does not indicate the driving forces behind 
identity formation. In this situation, Ryan and Deci (2003) proposed to use the self-
determination theory to understand identity development. In the following section, I will 
discuss what the self-determination theory is, how it is employed in identity development 
research, and the reason why I use this theory in my project. 
2.2 Self-determination Theory on Identity Formation 
Self-determination theory (SDT) is “a theory of motivation and personality within 
which the relative assimilation of goals, values, and identities has been a focal issue” 
(Ryan & Deci, 2003, p. 255). Originally, SDT was proposed to explain “the interplay 
between external contingencies (e.g. rewards) and inherently satisfying exploratory 
behavior” (Soenens & Vansteenkiste, 2011, p. 382). Over the past four decades, SDT has 
been applied in various areas such as education, sports, employment, and psychotherapy. 
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Applying SDT to the study of identity formation started from the early 2000s (e.g. Ryan & 
Deci, 2003; Soenens & Vansteenkiste, 2011). 
2.2.1 Three meta-theoretical assumptions 
A self-determination theory perspective on identity formation has three meta-
theoretical assumptions. First, human beings are active contributors to their own 
development and should not be treated as passive recipients who are completely 
determined by external forces (Soenens & Vansteenkiste, 2011). Secondly, human beings 
have an innate need to grow and to move forward, thereby continuously and increasingly 
“developing differentiated, organised, and integrated identity structures” (Soenens & 
Vansteenkiste, 2011, p. 383). Thirdly, this growth of individual’s identity happens in the 
continuous interactions with the social environment, which may cultivate or undermine 
one’s growth (Deci & Ryan, 2000; Ryan & Deci, 2000). 
2.2.2 Definition of major concepts 
Identity and self 
In SDT, “identity” and “self” have separate and differentiated meanings. Soenens 
and Vansteenkiste (2011) defined identity as “the set of characteristics, values, aspirations, 
and representations that people use to define themselves” (p. 384) The content of one’s 
identity is built in “a complex interaction between genetic dispositions (e.g. talents and 
preferences) and responses by the social environment”, and it may change across time 
(Soenens & Vansteenkiste, 2011, p. 384).The term ‘self’ represents “human beings’ 
growth-oriented tendency” (p. 383). Thereby, it is viewed as “a lifelong development 
tendency toward growth rather than as the outcome of the developmental task of identity 
formation” (p. 383). Moreover, “it is maintained that the satisfaction of innate, psychological 
needs provides the energy necessary for this integrative process to take place” (p. 383). 
SDT assumes that an individual’s identity is not always consistent with the self. An identity 
reflects the self when it provides opportunities for need satisfaction. In contrast, an identity 
is alien to the self when it detracts from need satisfaction.  
Three basic psychological needs 
Three basic psychological needs are defined by Soenens and Vansteenkiste (2011) 
from White (1959), DeCharms (1968), and Baumeister and Leary (1995). These include 
the need for relatedness, which indicates the need “to feel connected with other people 
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and to be genuinely accepted in interpersonal relations” (p. 383) ; the need for 
competence that people require “to feel effective in realising and obtaining desired 
outcomes” (p. 383); and the need for autonomy, which represents the need “to experience 
a sense of volition and psychological freedom in one’s actions” (p. 383).  
Individual’s growth tendency 
An individual’s growth tendency is shown in three ways including intrinsic 
motivation, internalisation, and the adoption of growth-promoting values (Vansteenkiste, 
Niemiec, & Soenens, 2010). The first two deal with the quality of motivation that drives 
individuals’ action and commitment, while the final one deals with the type of goals 
individuals pursue (Soenens & Vansteenkiste, 2011). For intrinsic motivation, people feel 
that their behaviour is inherently enjoyable or satisfying when they are intrinsically 
motivated, which contributes to their well-being and optimal functioning (Ryan & Deci, 
2000). The process of internalisation represents individuals’ continuous transformation of 
socially valued mores, norms, and rules into their endorsed values and self-regulations 
(Soenens & Vansteenkiste, 2011), and subsequent translation into the process of identity 
formation. This means, “both one’s exploratory behaviour and the making of identity-
relevant commitments and choices can be more or less internalised in nature” (p. 385). For 
the adoption of growth-promoting values, people may make identity commitments based 
on intrinsic and extrinsic goals. An intrinsic goal-oriented identity is more likely to benefit 
the individual and society as a whole, while an extrinsic goal- driven identity may 
deteriorate the well-beings of the individual and society;  for example, it may lead to higher 
psychological ill-being, negative interpersonal attitudes and behaviour, and less ecological 
responsibility (Soenens & Vansteenkiste, 2011). People pursue extrinsic goals because 
they feel insecure and psychologically threatened, and they believe these goals can bring 
immediate need satisfaction and happiness (Soenens & Vansteenkiste, 2011). 
Significance of SDT in music teachers’ occupational identity research  
 Scholars (e.g. Bouij, 2004; Wagoner, 2011; Woodford, 2002) have analysed the 
development of music teachers’ occupational identity from social construction 
perspectives. However, fewer researchers have discussed the psychological factors that 
may influence the development of music teachers’ occupational identity (Andrzejewski, 
2008; Rodgers & Scott, 2008). As discussed above, an individual’s identity develops in a 
complex interaction with his/her personal dispositions and social environment’s response. 
Therefore, in my study, I use SDT to explore the content of self-knowledge and analyse 
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the influence of self-knowledge in the occupational identity development of music teachers 
in the complex interaction process.  
2.3 Occupational Identity 
Occupational identity is defined as (a) “one’s perception of occupational interests, 
abilities, goals, and values”; (b) “a complex structure of meanings in which the individual 
links his or her motivation and competencies with acceptable career roles” (Skorikov & 
Vondracek, 2011, pp. 693-694) . Occupational identity incorporates not only an 
understanding of who a person has been, but also a sense of desired and possible future 
directions (Kielhofner, 2008).  
Occupational identities are rooted in communities of practice in which individuals 
interact with other people of that occupation. Before entering the community, an individual 
needs to take a prolonged training and socialisation process to make a commitment to the 
values of that community.  During the process, the individual is effectively protected from 
competing occupational and intellectual interests, and becomes reliant on others within the 
profession who have strong influences on the fate and the self-conception of the individual 
(Hagstrom, 1965). The commitment is also enhanced by selectively admitting individuals 
into the profession based on their commitment to its attitudes and values, by then shaping 
them through routines (ways of working that evolve over time within the community of 
practice), and by giving out rewards in exchange for their contributions to the goals of the 
community (Finegold & Matousek, 2007; Hagstrom, 1965).  
Skorikov and Vondracek (2011) proposed three major functions of occupational 
identity. Firstly, with an established occupational identity, a person can make relatively 
easy, rational, and mature career decisions even when facing occupational ambiguities. 
Occupational identity serves as a principal cognitive structure controlling the assimilation 
and integration of self- and occupational knowledge, and allows for making rational and 
coherent career decisions even in the face of a serious career problem. Lacking a clear 
and strong occupational identity could impede the capacity for adaptive information 
processing and decision-making. Furthermore, occupational identity provides a person 
with a sense of direction and meaning, and it helps to establish a framework for 
occupational goal setting and self-assessment. Finally, occupational identity contributes to 
a psychosocial adjustment, well-being, and life satisfaction. Skorikov and Vondracek 
(2011) concluded that adult workers who perceive their work as a calling show a higher 
level of psychological health and happiness than people who see their work as a job. 
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However, they suggested that these associations in the occupational identity area and 
“casual hypotheses about the role of occupational identity in human lives” both need to be 
illuminated in longitudinal research (p. 699). 
2.4 Detailed Description of the Theoretical Framework 
The theoretical framework has been built on two major notions. First, early-career 
music teachers need to negotiate their idealised and realised teacher identities and 
reconstruct a new occupational identity. Second, their identity reconstruction is influenced 
by five professional themes, including pedagogical content knowledge and skills, 
professional knowledge and skills, self-knowledge, performer/teacher symbiotic outcomes, 
and school context. The first four themes are inherited from the recent work of Haston and 
Russell (2012). School context also plays an important role in early-career teachers’ 
identity development, as identified by Campbell, Thompson, and Barrett (2011).  
In this thesis, I introduce self-determination theory (SDT) in the framework to 
explore the content of self-knowledge of teachers. SDT also explains how self-knowledge 
(the satisfaction of basic psychological needs and work motivations) influences the beliefs 
and behaviours of teachers when they facing the challenges and difficulties in perspective 
of pedagogical and professional knowledge skills, and school context. These contribute to 
the explanation of whether music teachers reconstruct a music teacher identity to survive 
and function in the teaching environment during the negotiation process of their idealised 
and realised identities. 
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2.4.1 Negotiation between the idealised and realised teacher identities 
The conflicts between the idealised and realised teacher identities have been 
identified by many authors across many countries (Ballantyne, 2007a; Cook, 2009; Kagan, 
1992; Perkins & Triantafyllaki, 2013; Wagoner, 2011).  In a recent study in the UK, for 
example, Perkins and Triantafyllaki (2013) clearly argued that teachers should know how 
to be the “right person” for the job, but they also need to know how to survive and function 
in the job. The interplay between idealised and realised identities needs to be included in 
the preparation of pre-service teachers. Similar arguments are also found in studies from 
Australia (Ballantyne, 2007a) and the USA (Cook, 2009; Wagoner, 2011). 
The idealised identities of early-career teachers originate from their personal 
histories and are further developed during their pre-service teacher education program 
(Kagan, 1992). As stated by Kagan (1992), early-career teachers usually have “optimistic 
and oversimplified” images of teaching life (p. 154). They may not have the necessary 
experience or knowledge that would enable them to seamlessly adjust their teaching to 
specific school contexts and classroom atmospheres. During the adjusting and adaption 
process, early-career teachers, as found by Cook (2009), also need to deal with emotional 
and psychological discomfort because they have to play multiple roles (e.g. a hard guy and 
a nice guy) to adapt to different classes. Of these roles, they have to develop an adult 
authority figure when they deal with problems relating to classroom management and 
discipline (Cook, 2009). This view is consistent with that of Alsup (2006). These challenges 
and difficulties may increase the pressures on early-career teachers. 
Early-career music teachers are likely to face more challenges than teachers of 
other subjects (Ballantyne, 2007a; Wagoner, 2011). Ballantyne (2007a) examined the 
teaching lives of early-career secondary music teachers in Australia. She found that early-
career teachers thought they were expected to take on multiple roles (e.g. classroom 
teacher, co-ordinator of extra-curricular programme and organiser of school music 
program) in schools. Many schools have only one or two music teachers, which may lead 
to high workload and professional isolation. In the USA, the difficult working conditions in 
many schools are also outside the expectations of many music teachers, they find it 
challenging to practice their personal pedagogy with limited teaching resources (Wagoner, 
2011). 
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2.4.2 Self-knowledge 
I adopted the definition of self-knowledge from self-determination theory, in which 
self-knowledge is defined to include individuals’ basic psychological needs, intrinsic and 
extrinsic motivation, and internalisation (Vansteenkiste, Niemiec, & Soenens, 2010). 
Intrinsic motivation refers to individuals doing something for its own sake, such as self-
development, affiliation, and community contribution (Soenens & Vansteenkiste, 2011). In 
contrast, extrinsic motivation refers to individuals doing something for an instrumental 
reason, such as social recognition, financial success, and physical appeal (Soenens & 
Vansteenkiste, 2011). The process of internalisation suggests individuals continuously 
“transform socially valued mores, norms, and rules into personally endorsed values and 
self-regulations” (Soenens & Vansteenkiste, 2011, p. 385), which are then translated into 
the process of identity formation. This definition revealed the relationship between self-
knowledge and identity development, which supplies a theoretical background to discuss 
how the self-knowledge of teachers influences their identity development.  
Self-knowledge plays an important role in the identity development of teachers. 
Self-knowledge can benefit teachers’ professional decision-making, adaption to the 
workplace, and effective teaching (Alsup, 2006; Featherstone, 1993; Haston & Russell, 
2012; McNally, Blake, Corbin, & Gray, 2008; Palmer, 1998; Rodgers & Scott, 2008). Alsup 
(2006) explained the reason why the struggling experience helps beginning teachers adapt 
to the workplace from the self-knowledge perspective. She believed that the experience 
enables beginning teachers to reflect on their curricular planning and daily practice, based 
on their personal experiences, core beliefs, ideologies, educational theories and research. 
This reflection often helps them to take a critical turn to challenge what they believe about 
being a teacher, which helps them to reconstruct a reasonable teacher identity. Alsup also 
suggested that the knowledge of self must be included in any teacher knowledge 
definition. This view is consistent with Palmer (1998), who proposed, “good teaching 
comes from the identity and integrity of the teacher” (p. 10). He explained that the premise 
of good teaching depends more on the degree to which teachers know and trust their own 
selfhood than on the method they use. In music education, Campbell et al. (2011) 
proposed a personal orientation framework for music teacher education programs. One of 
the personal orientations is the methodologies for exploring self. The core idea of the 
methodologies is pre-service music teachers as learners. They designed a series of 
reflection activities to help music teachers understand their “beliefs, attitudes, 
predispositions, personal experiences, conceptions, or images of teaching” (p. 80). This 
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emphasises the importance of personal knowledge in the process of learning and 
teaching. 
2.4.3 Performer/ teacher identities 
Music teachers can have multiple professional identities (such as teacher, 
performer, ensemble leader, creative businessperson and entertainer) relating to their 
responsibilities (Isbell, 2008; Russell, 2012; Scheib et al., 2007). The relationship between 
performer and teacher identities is discussed by many researchers (Ballantyne et al., 
2012; Pellegrino, 2009, 2011; Scheib, 2003; Wagoner, 2011; Welch et al., 2011). Music 
teachers are socialised as musicians in the university setting, where they draw on strong 
technical performing skills and enter the teaching profession. They may experience 
problems related to the dissonance between perceived roles in universities and actual 
contexts in the teaching job. Balancing their “existing musical performer identity with that of 
being a new teacher” is one challenge faced by many early-career music teachers (Welch 
et al., 2011, p. 285). 
Though conflicts may exist between performer and teacher identities (Mark, 1998; 
Scheib, 2003, 2006; Scheib et al., 2007; Wagoner, 2011), they may also be compatible in 
a unified music teacher identity (Pellegrino, 2011). In a recent study, Kokotsaki (2010) 
found that involvement in extra-curriculum music activities and music making outside 
school has both personal and professional benefits for music teachers. The musical 
activities keep their technique and performance standards at a high level, and they may 
also be able to include more diverse activities in their classes, and to skilfully demonstrate 
different techniques in class based on their personal experiences (Kokotsaki, 2010). 
Therefore, performance experience and content knowledge are essential for beginning 
teachers to build confidence when entering music education (Ballantyne et al., 2012). 
Welch et al. (2011) also found that beginning teachers may receive compliments from 
colleagues, school administrators and parents for organising extra-curriculum performance 
activities, which contributes to their sense of well-being.  
2.4.4 Pedagogical content knowledge and skills 
‘Pedagogical content knowledge and skills’ refers to specific knowledge and skills 
that apply to teaching music within the classroom, and generic knowledge and skills to 
actually teach (Ballantyne, 2006). In terms of pedagogical content knowledge and skills in 
music area, research suggests that most beginning teachers believe that they are not able 
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to fill the gap between the theory learnt from their teacher training program and the present 
realities of their working contexts (Ballantyne & Packer, 2004; Roulston, Legette, & 
Trotman Womack, 2005). They may also face the challenge of utilising music technology 
within the classroom. In terms of pedagogical content knowledge and skills in the general 
area, most early-career teachers feel that they do not acquire the necessary procedural 
knowledge of teaching in their pre-service teacher education program, which may impede 
their everyday planning and classroom management (Roulston et al., 2005; Welch et al., 
2011). The unrealistic beliefs and knowledge about classrooms and pupils that early-
career teachers often carry with them into the classroom may make them feel “guilty” when 
they face the negative attitude of students to music as a subject (Welch et al., 2011). 
Therefore, the development of pedagogical knowledge and skills helps early-career 
teachers to adapt to the realised classroom teaching context, which helps them to adjust 
and reconstruct their understanding of being a teacher (Kagan, 1992). 
2.4.5 Professional knowledge and skills 
Beside music knowledge and skills, professional knowledge and skills also include 
those involved in organisation of extra-curricular music activities, communication with 
colleagues, students and parents, management of the music budget, coordination of staff, 
and legal issues (Ballantyne, 2006). Heavy workload is one of the challenges for music 
teachers trying to continue to develop their musical skills, because there are many 
demands and responsibilities placed on them (DeLorenzo, 1992). Beside the standard 
procedural teaching routines, they must also learn to deal with music fundraising and 
administrative tasks in schools, which contribute to heavy workloads (Scheib, 2003). Music 
teachers may feel these tasks are not within their responsibilities as music teachers, and 
they “should be under the responsibility of other nonteaching personnel (e.g. 
administrative staff, custodians)” (Scheib, 2003, p. 133). Communication skills are an 
essential professional skill for the professional development of teachers (Grant & Drafall, 
1991; Juchniewicz, 2010). Effective communication skills help teachers to build “a positive 
teacher-student interaction” environment, which helps teachers to “continuously assess 
students’ process, while adapting instruction and relating materials to fit each individual 
student’s needs” (Juchniewicz, 2010, p. 277). Effective communication skills also help 
teachers to build a trusting relationship with colleagues, which also contributes to job 
satisfaction and commitment (Fernet, Guay, Senécal, & Austin, 2012). 
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2.4.6 School context 
School context focuses on “the situations, conditions, and educational milieus” of 
the school (Campbell et al., 2011). In the current thesis, school context mainly includes the 
quality of the working environment and teaching facility, status of teachers in school, 
institutional structures, school history and particular cultures and values of the school. 
Exploring the awareness of contextual issues in a specific school, beginning teachers 
become more aware of the reality of the teaching environment. This awareness helps 
them to correct their previous expectations of teaching and to build reasonable and 
positive images of teaching. 
 Many researchers (Flores & Day, 2006; Hong, 2012; Johnson & Birkeland, 2003; 
Johnson et al., 2001) have discussed how the professional and cultural environments of 
school affects teachers’ assumptions and values about teaching and of being a teacher. 
For example, Flores and Day (2006) found that beginning teachers are likely to develop 
positive attitudes towards teaching when they are working in a collaborative culture. A 
collaborative culture involves the active communication and interaction between beginning 
teachers and experienced teachers, it offers attentive care for beginning teachers, shared 
responsibilities, and acknowledges autonomy of beginning teachers in school (Johnson & 
Birkeland, 2003; Johnson et al., 2001). Hong (2012) also found an integrated professional 
culture fosters a resilient mindset not only for beginning teachers, but also mid-level 
teachers, so that they can reach their full potential. Beside mentor teachers and 
experienced teachers, the support from the school principal also plays a major role in 
alleviating job stress and dropout of beginning teachers (Fernet et al., 2012). For example, 
principals may support beginning teachers by reducing their workload, providing sufficient 
instruments, and expressing their interest in and support for music teaching in the schools. 
2.5 Related Studies in Mainland China 
The professional socialisation of early-career teachers has been studied in China 
since the 1980s (Qin, 2005). Many researchers have discussed training for new teachers, 
the challenges faced by new teachers, and changes to the teacher’s role during the 
curriculum reform—a nationwide curriculum reconstruction of primary and middle school in 
China (Lin, 1996; Meng, 2000; Wang, 1999; Zhong, 2006). However, there are fewer 
studies exploring the occupational identity of early-career teachers in China (Li, 2009; Sun, 
2009; Wei, 2008). In this section, I first review the existing research on the occupational 
identity of early-career teacher in China. Then, I move to the issue of challenges and 
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tensions during the process of occupational identity development of early-career teachers. 
In the last section, I discuss possible reasons of this phenomenon. 
Chinese early-career teachers show a medium level of commitment to their careers 
(Li, 2009; Qin, 2005). For example, Qin (2005) collected the occupational identity 
information of 131 full-time first-year teachers in several middle schools of Jiangsu (江苏) 
province. The results showed that the occupational identity of these early-career teachers 
were at a "middle level". This means that these teachers understood the general 
requirements of their career, exhibited medium professional skills, and partly accepted 
their occupational value (i.e. they have a clear occupational role; they can understand the 
social significance of their occupation; and they have a stable occupational assessment 
attitude). These teachers identified themselves as teachers, but they experienced conflicts 
and contradictions between different professional roles. These conflicts were mainly 
present between the roles of graduated university student and classroom teacher, and 
idealised and realised teacher identities. A similar result is also found in the study of Li 
(2009). She investigated the occupational identity of middle school teachers using a mixed 
methodology (questionnaires from 306 teachers and interviews of 30 teachers) in Shanxi   
(山西) province. She found that these teachers have little knowledge of the concept of 
occupational identity, which means they have an indefinite and inconsistent understanding 
about their career.  
For early-career teachers, there is discrepancy between their “expectation of the 
teacher's role” and the “reality of being a teacher” (Li, 2009; Qin, 2005; Sun, 2009). Qin’s 
(2005) research indicated that early-career teachers found the real teaching environment 
to be different to their expectation; for example, students are not very enthusiastic about 
studying and experienced teachers rarely communicate with them about their teaching 
experiences. However, early-career teachers have limited experience and knowledge 
about how to be a teacher. Therefore, they felt intense anxiety about teaching in an 
unsupportive working environment and may feel frustrated or doubtful about their career 
decision when they failed to meet their expectations. 
Moreover, challenges and tensions may also occur with regard to the allocation of 
time and energy for the teaching evaluation activity, student management, education 
research, and for lesson preparation and professional study. In an investigation on the 
occupational pressure and happiness of primary and middle school teachers (N=1429) by 
Oriental Education Times and Fudan Journalism School in 2011, about half of the teachers 
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thought teaching evaluation disturbs their daily classroom teaching. This was because 
preparation for the evaluation takes too much time and energy, and they considered that 
this task is beyond the scope of their work (Jiang et al., 2012). Forty-four percent of the 
teachers thought there were conflicts between student management/supervision and 
classroom teaching. About 30 percent of teachers thought education research took away 
from their teaching time. 
A music teacher’s occupational identity is rarely studied in China. Although the 
concept has been mentioned in some studies, only one study (Gu, 2011) specifically 
explored this topic and was located after searching in the China National Knowledge 
Infrastructure (CNKI) database. The study is elementary research on the occupational 
identity of music teachers. The author uses a questionnaire method to collect data from 
280 music teachers of primary and secondary schools in Chongqing (重庆). In the study, 
Gu (2011) found that the level of occupational identity of music teachers was relatively 
high, however the level was lower than the major subject teachers (such as Chinese, 
mathematics, English, etc.) in China. Gu (2011) found that the level of a music teacher’s 
occupational identity is influenced by the teacher’s individual background (e.g. gender, 
academic degree, and teaching years), and school environment (e.g. suburb, status of 
school). Music teachers who have a higher level of job satisfaction would be more likely to 
develop their commitment to teacher identity. The following paragraphs explain the reason 
why music teachers seem to have lower levels of occupational identity compared with the 
personal and social perspectives of teachers in other subject areas (as found in the 
literature from Mainland China). 
Personal characteristics such as the lack of professional knowledge and skills may 
prevent new music teachers from making a commitment to the music-teaching career 
(Guo & Zhang, 2010; Liu, 2010; Y. Lu, 2011). In a nationwide investigation of primary and 
middle school music teachers in China (Quanguo Jiaoyu Kexue Guihua Lindao Xiaozu 
Banggongshi [QJKGLXB], 2009), Guo and his colleagues found that the knowledge and 
skills music teachers learnt from the teacher education program are not enough for them 
to adapt to teaching in primary and middle school in the current situation. Y. Lu (2011) also 
found similar results. In a survey of the employment of music education graduates, she 
found that the main factors influencing their adaptation to the careers include limited 
knowledge and skills, colleague relationships and heavy workload. Furthermore, qualified 
music teachers tend not to list the classroom teacher profession as their first occupational 
choice (Gu, 2011). They are more likely to want to be a performer or an instrumental 
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teacher, rather than to be a classroom music teacher. This personal factor also influenced 
their commitment to the music teaching occupation. However, the occupational 
expectations of music education students in China is still an evolving and emerging area of 
research and should be investigated in the future (Gu, 2011; Quanguo Jiaoyu Kexue 
Guihua Lindao Xiaozu Banggongshi [QJKGLXB], 2009). 
The low status of classroom music teachers in schools, and the fact that they are 
unrecognised by their colleagues for their work also affects their commitment to the 
occupation (Gu, 2011; Hua, 2009). Music is a relatively “insignificant” subject in China, 
because music is not a compulsory subject in the National College Admission Test. 
Therefore, music teachers usually have less opportunity for promotion and less income 
than the major subject teachers (Gu, 2011; Guo & Zhang, 2010). However, music teachers 
are considered to be “indispensable” in organising extra-curricular activities in school. 
They would feel disappointed to find their efforts on teaching do not attract equal reward, 
thus impeding their commitment to teaching. Hua (2009) reported the dissatisfaction of 
music teachers correlates with the lack of recognition from their colleagues. He found most 
music teachers understood the objective reasons for the low status of their subject area. 
They nevertheless felt aggrieved and annoyed by this lack of recognition, especially as 
they usually spent their lunchtime and extra teaching time organising choir and band 
rehearsals. Colleagues who teach other subjects still believe music teachers feel no 
pressure for their students to perform well in the examination process and that their work is 
consequently constantly relaxed. They typically ignore the contribution of music teachers 
to extra-curricular activities organisation and school music culture. 
2.6 Summary 
Extant literature on music teachers highlights the challenges of negotiation between 
their idealised and realised identities in the first few years of teaching, and the importance 
of occupational identity to teacher development. Understanding how early-career music 
teachers develop an initial occupational identity can be beneficial. The occupational 
identity of early-career music teachers is rarely studied in China. Though a quantitative 
study on the occupational identity of regional music teachers has been conducted, there 
has been few studies investigating the development process of music teachers’ 
occupational identity. This project aims to fill the gap by developing detailed descriptions of 
the identity development of two music teachers in Shanghai; investigating the tensions, 
challenges and rewards experienced by the two teachers during the first three-years of 
 22 
 
teaching. The project may help to understand the identity development process of Chinese 
music teachers. 
In this project, I utilise a theoretical framework for investigating early-career music 
teachers’ occupational identity development (see Figure 1). This theoretical framework 
attempts to make the complex occupational identity development process for early-career 
music teachers more visible and easily understood. Specifically, (a) most early-career 
teachers experience the negotiation between the idealised and realised identities during 
their occupational identity development; and (b) the negotiation process could be 
influenced by five professional themes including pedagogical content knowledge and skills, 
professional knowledge and skills, self-knowledge, performer/teacher identities, and 
school context. The discussion of the two issues helps me to analyse the process of how 
music teachers accommodate themselves to their working places, how they make the 
decision as to what kinds of teachers they are going to be in the future, and how self-
knowledge influenced their attitudes and behaviour in the negotiation between their 
idealised and realised teacher identities. An understanding of these issues in turn 
contributes to the development of their commitment level to being a music teacher. 
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Chapter 3 Methodology 
A methodology reflects the reason why particular research methods are employed 
in the research (Hammond & Wellington, 2013). It lies in the middle of the research 
reasoning hierarchy, connecting the research paradigms and research questions of the top 
with the practical research methods of the bottom. In this chapter, I first introduce my 
research paradigm—the qualitative research method. Then I discuss the practical research 
methods, including case studies context, recruitment of participants, data collection 
techniques, data analysis processes, researcher’s role, the strategies that I used to 
confirm the trustworthiness of my research finding, and ethical considerations. 
3.1 Qualitative Research Method 
This project aims to develop a complex, detailed understanding of the tensions, 
challenges and rewards experienced by music teachers in their first few years of teaching, 
as they work to develop an occupational identity. One possible approach to address this 
aim would be to measure variables established in previous studies; that is, through 
employing a quantitative methodology. Alternatively, as this research seeks to understand 
individual perspectives and elicit participant stories unencumbered by “what we expect to 
find or what have read in the literature” (Creswell, 2013, p. 48), a qualitative methodology 
appears be more appropriate. The details of music teachers’ lives can only be established 
through going to their places of work and talking directly with them. Some variables, such 
as interactions among individuals cannot be easily measured. Therefore, I chose 
qualitative research to collect information from participants and to understand the complex 
interactions of individual, school, social environment factors in my study. 
A research paradigm, according to Guba (1990), is “a set of beliefs that guides 
action” (p. 17). These beliefs are embedded within interpretative frameworks of qualitative 
researchers (Denzin & Lincoln, 2011). This study is founded in the ontological and 
epistemological beliefs of constructivism. Lincoln, Lynham, and Guba (2011) state, “reality 
is co-constructed between the researcher and the researched, and shaped by individual 
experiences” (p. 103).  As researchers, Byrd states “we must participate in the research 
process with our subjects to ensure we are producing knowledge that is reflective of their 
reality” (Denzin & Lincoln, 2011, p. 103). For ontological beliefs, I searched for the 
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meaning of the world in which the participants live and work. The context in which they live 
and work played a prominent role in enabling me to understand their thoughts. With the 
epistemological beliefs of constructivism, Guba (1990) argued that “inquirer and inquired 
into are fused into a single entity. Findings are literally the creation of the process of 
interaction between the two” (p.  27). Therefore, I attempted to establish relationships of 
trust and sharing that fostered dialogue with the participants being studied, and collected 
subjective evidence from the participants’ perspectives (Creswell, 2013). During the 
research, I maintained the key idea behind qualitative research—“to learn about the 
problem or issue from participants and engage in the best practices to obtain that 
information” (p. 47). 
3.2 Methodology—Case Studies 
In order to compile a detailed description of the lives of music teachers, I used a 
case study methodology to collect and analyse data. Case study research, as defined by 
Creswell (2013), is:  
A qualitative approach in which the investigator explores a real-life, contemporary 
bounded system (a case) or multiple bounded systems (cases) over time, through 
detailed, in-depth data collection involving multiple sources of information … and 
reports a case description and case themes (p. 97). 
One main feature of a case study is the relation to “a real-life” context. As stated by 
Yin (2009), contextual conditions were highly relevant to the phenomenon of the study. For 
any given case study, researchers need to include a wide range of issues, through 
investigating and analysing various contextual and other complex conditions.  
Based on the research questions, Stake (2005) classified case studies into three 
categories: intrinsic, instrumental and collective. Intrinsic case studies are primarily set to 
understand unique cases; instrumental case studies usually aim to understand particular 
phenomenon or central issues; and collective case studies usually use a number of cases 
to understand how a particular issue is encountered across a variety of settings. This 
project is both an intrinsic and instrumental case study. They were intrinsic, as I had an 
interest in exploring and understanding the unique features of the cases themselves; 
however the case studies were also instrumental, as they were considered to understand 
the specific phenomenon of how self-knowledge influences the development of music 
teachers’ occupational identity.  
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This project includes two case studies. Each case consists of a music teacher who 
is working in the fourth year of their profession. The two music teachers come from the 
same school in Shanghai, China. The project does not aim to generalise the occupational 
identity of early-career music teachers in China; instead, it will develop an in-depth 
exploration of their occupational identity development process in the early-career stage in 
the same school environment. 
3.2.1 Case studies context 
Introduction of Shanghai Municipality 
I chose Shanghai for this study because it is a large regional trading centre and an 
international metropolis. It is also the location of pioneering Chinese educational reform. 
Shanghai is one of the biggest cities in the world. In 2010, its population reached 23 
million, which is larger than the population of Australia. In the last 30 years, Shanghai has 
shifted its economy from agriculture to industry, and more recently to services (Hills & 
Fleisher, 1997; H. Lu, 2002; Yeung & Sung, 1996). Shanghai has consistently scored 
higher rates of GDP growth per capita compared to other large cities such as Hong Kong, 
Seoul, Singapore and Taipei (Hills & Fleisher, 1997). 
Music Education in the Shanghai Municipality 
Music education is part of the curriculum of the compulsory nine-year education 
system. Compulsory education in Shanghai comprises  five years of primary education 
(i.e. Grades 1-5) and four years of junior secondary education (i.e. Grades 6-9).. The arts 
education system consists of separate music and art lessons for Grades 1-7, and an 
integrated arts curriculum for Grades 8-12 (Shanghai Municipal Education Commission, 
2004). The basic music education for Grades 1-5 has an emphasis on cultivating students’ 
interest through music activities, and students of this level are required to learn musical 
works from both China and other countries. The music content for Grades 6-7 involves 
musical sensation, performing, appreciation and creation. Students of this level are 
expected to appreciate the musical styles, structures and performance meanings of China 
and other countries. The overall aim of music education is to cultivate aesthetic feelings, 
and educate students with the basic knowledge and skills of music listening, reading, 
writing, performing, and tentatively with the skills of musical creating. 
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3.2.2 Recruitment of participants 
For this project, I needed two early-career music teachers from primary and 
secondary school, however, the information about classroom teachers in Shanghai is not 
open to the public. Therefore, I utilised a gatekeeper who had ‘insider’ status among the 
classroom music teachers to help me search for participants. Mr. Y was my gatekeeper 
and third party recruiter and had been teaching music in a Shanghai high school for many 
years.  
A purposive sampling approach was utilised in the study, which “involves the 
conscious selection by the researcher of certain subjects or elements to include in the 
study” (Burn & Groves, 1995, p. 243). There are some criticisms of the purposive sampling 
technique, because of its inability to represent and thus generalise to the broad population 
(Burns, 2000). This approach may be a problem for the quantitative research methodology 
that strives for generalisation in the results. However, the purposes of qualitative research 
is “to describe and explain educational phenomena in depth, and often from the 
perspective of research participants” (Ryan & Campbell, 2001, p. 58). This study does not 
aim for generalisation. Therefore, the utilisation of a purposive sampling technique in this 
instance is not an issue.  
As this study aimed to address how self-knowledge influences the teachers’ 
occupational identity development, purposive sampling involved selecting two participants 
with different levels of identity commitment (one participant should be more committed to 
being a teacher than the other) in order to identify some conditions relating to self-
knowledge influencing their commitment in the study. As Creswell (2013) emphasised, 
context is particularly significant in case studies. Teachers may work under different 
conditions, with varying teaching facilities and support from the school, which would 
influence their occupational identity development. Therefore, by selecting participants from 
the same school with a similar length of teaching experience, I was able to exclude the 
influence of difference of school context and working length in these teachers’ perceptions. 
I could focus on interpreting the influence of conditions of self-knowledge in teachers’ 
occupational identity development. Through the help of my gatekeeper, I recruited two 
music teachers (Tin and Han) who work at the same school in Shanghai. One is male (Tin, 
27 years old) and the other is female (Han, 30 years old). They have both been working in 
this school for slightly more than three years when this study was performed.  
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3.2.3 Data collection 
Data were collected via interviews with the music teachers, their colleagues, a 
mentor teacher and school administrator were used as the primary data collection avenue 
for the study. A three-stage interview model was used in the interviews with the two music 
teachers to explore their perception of their experiences.  
A. Three-stage interview model 
The three-stage interview model is “an in-depth and phenomenological” interview 
strategy, which involves three separate interviews that are conducted in a series with the 
same participant (Seidman, 2006, p. 15).  The serial interviews provided the context of 
participants’ lives, which helped me to explore the meaning of their experiences. In 
addition, I used the theoretical framework that I proposed (see p. 13) to explore possible 
issues in each interview that participants might like to communicate. This helped me to 
collect data that related to my research questions. The specific issues were listed in the 
introduction of each interview according to the protocol of the Appendix A section. In these 
interviews, open-ended questions were used to help participants to elaborate upon their 
responses. These explored responses encouraged participants to reconstruct their 
experiences within the topic under study, which helped me to understand their lives 
(Seidman, 2006, p. 15). In the first interview, teachers were asked to describe the 
experiences that led them to the teaching profession. In the second interview, they were 
asked to recall the details of what they do in their daily work, and how they feel about 
these. In the final interview, they were asked to make meaning of their teaching and how 
they identify themselves as teachers. I discuss the contents of the interviews in detail 
below.  
Interview one: focused life history 
The first interview was focussed on the participants’ experiences (Seidman, 2006). 
Prior to the interview, I gave the participants the outline of the interview questions, and 
informed them that the interview was open-ended. This was to help the participant to 
understand the content of the conversations holistically. In the first interview, the major 
question was, “I would like you to describe the events and experiences that led you to 
where you are now as a classroom music teacher”. In addition, the participants were also 
provided with examples of possible issues they might like to consider. These issues 
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included the reason they chose to be a classroom music teacher, the people and events 
that influenced their decision, and their teacher education experiences. 
Interview two: the details of music teaching experience 
The second interview concentrated on the details of the participant’s current 
experiences in their profession (Seidman, 2006). The participants were asked to 
reconstruct a typical day of teaching, from the moment they woke up to the time they fell 
asleep. As stated by Seidman (2006), asking participants to tell stories about their 
experiences in school is a good way to elicit details about what they were doing at work, 
and the time and energy spent on professional development. Moreover, other possible 
topics were discussed during the interview, for example, their job content, job satisfaction, 
challenges and rewards of the job, support resources, differences between their work and 
other teachers’ work (the same subject and different subjects), and their relationships with 
students, colleagues, parents and the community. 
Interview three: reflection on the meaning of their experience 
During the third interview, each music teacher was encouraged to reflect on the 
meaning of their professional experience, especially the intellectual and emotional 
connections between their work and lives (Seidman, 2006). The main question was, “as 
you have told me about the events that led you to the profession as a classroom music 
teacher and your teaching life, I would like you to tell me what it means to you to be a 
music teacher?”. Other issues were discussed including: their possible roles in the 
profession (e.g. a student, teacher, music teacher, performer, and musician), the 
relationship between those different roles; the positive and negative experiences of 
occupational identities development; the similarities and differences of occupational 
identity development with teachers from other subjects; suggestions on support for early-
career teachers; future plans for professional development; and metaphoric images as a 
music teacher.  
B. Interviews with their colleagues, the mentor teacher and school administrator 
of the music teachers  
In order to obtain a broad view of how the music teachers developed their 
occupational identity, I interviewed each participant to get their views on the work 
performance of their colleague (the other participant). Subsequent to interviewing their 
colleagues, I also interviewed the participant’s mentor teacher. In many schools in 
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Shanghai, a novice teacher has a mentor, an experienced teacher of the same subject, to 
help them adapt to the new working environment. The mentor provided significant 
contextual evidence on how the novice teacher, e.g. the participant, became an eligible 
teacher and how the participant coped with the challenges and rewards of being a teacher 
in this environment. The main questions I asked were, “what challenges do early-career 
music teachers face in their work? Comparing them to other subject teachers, what are the 
similarities and differences of these challenges? In the process of adapting to work, what 
kind of support do these early-career teachers acquire from the school? In your opinion, 
what other support would be helpful to these new teachers? What challenges did this 
music teacher experience during teaching?” Furthermore, I provided the mentor teacher 
with examples of possible issues they might like to consider. These questions focussed on 
the participant’s perspective, which includes the frequency of their meeting, the content of 
their discussions, the music teacher’s performance in classroom teaching, and school 
activity organisation. 
In this project, the mentor teacher is also the Director of the Music and Drama 
Centre. In order to understand the school’s values and beliefs, I also asked her the 
strategy and policy of the school on music education, and asked her to comment on the 
outcome of music education in the school. These are important supportive or inhibitory 
factors in the development of music teachers’ identities. 
C. Timing and conduct of the interviews 
Prior to any practical interview being conducted, I sent each participant a copy of 
the project description, which contained the project purpose, the contact information, the 
proposed interview questions, the interview schedule and a consent form. This helped 
them to understand the project, and allowed them to decide whether the interviews were 
appropriate for them. After they agreed to participate in the project, they were asked to 
sign the consent form. The specific ethical consent is discussed in the ethical clearance 
section of this thesis. 
The interviews for each music teacher were carried out over three sequential days. 
The interviews with one early-career music teacher, Tin, lasted for around 120 minutes in 
total, while the interviews with the other early-career music teacher, Han, lasted for around 
200 minutes in total. The interview with the mentor teacher was about 60 minutes in length. 
The interview with the colleague was conducted at the end of interview three with the 
participants, and lasted for about 15 minutes. 
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D.  Record and transcription of the interview 
All interviews were conducted in Chinese and audiotaped, and then transcribed 
verbatim. I did the transcription myself because “transcription itself is an important 
interpretive process” (Kvale, 1996, p. 16). This process also helped me to familiarise 
myself with the music teachers’ experiences and provided an opportunity to explore the 
initial themes. Prior to data analysis, I translated the sorted data into English and 
conducted the rest of the study in English. 
E. Pilot of methods and techniques  
The interview questions were piloted with two music teachers and one mentor 
teacher in China who were not treated as a part of the case study. This helped me 
to familiarise myself with the process of interviewing and to understand how to 
behave as an interviewer in the communication. From these experiences, I learnt 
that it was not beneficial to interrupt their speaking when they were talking about 
issues that might be not directly related to my questions. The reason is they might 
mention some information that I did not expect but is useful for understanding their 
teaching lives. I also found being adaptive and flexible is important in a real 
interview communication (Yin, 2009). It is not necessary to focus on the exact 
sequence of the interview questions because they might link the answer of one 
question to another question that I planned to ask them later. 
3.2.4 Data analysis  
According to Creswell (2013), data analysis in qualitative research is “preparing and 
organising the data for analysis, then reducing the data into themes” (p. 180). It is a 
process of “coding and condensing the codes, and finally representing the data in figures, 
tables, or a discussion” (p. 180). There are three stages in my data analysis: (1) organising 
the data, (2) reading and memorising, and (3) describing, classifying, and interpreting data. 
The process of qualitative data analysis, as described by Creswell (2013), conforms to a 
general contour that can be represented by a data analysis spiral, because the investigator 
needs an understanding of “several facets of analysis and circle(s) around and around” (p. 
182). My data analysis moved back and forth within the three procedures. The analysis 
started from an individual case, and then I compared and contrasted two cases to get an 
interpretation of the topic. 
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A. Organising data 
Following Yin’s (2009) idea about database development, I organised the data into 
two categories: notes and narratives. This separated and sorted data means that “other 
investigators can [are able to] review the evidence directly and not be limited to the written 
case study reports” (p. 119). The sorted data can also increase the credibility of the entire 
case study. 
Notes 
The notes of case studies are “the most common component of a database”, which 
may be a result of interviews, observations, and document analysis (Yin, 2009, p. 120). In 
my study, the notes included audiotaped interviews and interview notes. These notes were 
stored in a tree-like structure: the top four nodes were named after the two participants; 
the secondary nodes under the top nodes were different categories of notes; and 
organised and categorised notes helped to retrieve information efficiently. However, I did 
not “spend excessive amounts of time in rewriting interviews or making extensive editorial 
changes to make the notes presentable” (p. 120), since it can be very time-consuming 
process, and it does not improve the data quality.  
Narratives  
After collecting and transcribing all information, I combined that information to 
establish each participant’s comprehensive answer to the interview questions.  As Yin 
(2009) stated, this process is actually “the start of the case study analysis” (p. 121). The 
main purpose of the process is to “document the connection between specific pieces of 
evidence and various issues in the case study” (p. 122). The characteristic of good 
answers is “they indeed connect the pertinent issues–through adequate citations–to 
specific evidence” (p. 122). Therefore, I cited the relevant evidence from the notes and 
documents to organise each answer. Some of the answers were chosen to compose the 
final case study report. 
B. Reading and making notes on the data 
I immersed myself in the details, as suggested by Creswell (2013), and tried to get 
a sense of the interviews as a whole before I broke them into parts. I first skimmed through 
the notes and documents several times to get a preliminary impression of the data. During 
the reading, I made notes in the margins of the texts to help me explore the database. The 
strategies of ‘taking off from the data’ were used, as introduced by Richards in 2009 (p. 76). 
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These strategies are (a) “Record anything interesting about any of the text”; (b) Ask myself 
“why is it interesting?” and record my answer, helping me to find the concepts; and (c) Ask 
myself “why will this project benefit from that concept?” and then record my answer (p. 77).  
C. Describing, classifying, and interpreting data   
The next step was to describe the cases and their settings, which plays a central 
role in case studies (Creswell, 2013). I used a detailed description to include what I saw 
“within the context of the setting of the person, place, or event” (p. 184). Interpreting the 
data into codes, i.e. coding, involves “aggregating the text or visual data into small 
categories of information”, and “seeking evidence for the code from different databases”, 
and then “assigning a label to the code” (Creswell, 2013, p. 184). Codes were dependent 
on their relation to my initial ‘how’ or ‘why’ questions (Yin, 2009), which were specifically 
developed from (a) the information that I expected before the study; (b) the surprising 
information that I did not expect; and (c) some conceptually fascinating information. I 
combined several codes to form “a common idea” (Creswell, 2013, p. 184).  
I structured my case descriptions around four developed themes: their education 
experience; their decision to become a music teacher; the satisfaction and challenges of 
their teaching lives; and their occupational identities. These descriptions presented the 
lives of music teachers in their first four teaching years, which supplied a context for the 
discussion of how self-knowledge influences the negotiation between their idealised and 
realised teacher identities in the analysis chapter.  
The theoretical framework (see p. 13) that I developed in the project was used to 
deductively analyse the data to answer my research questions. Specifically, I used the six 
themes of the theoretical framework to develop the analysis. They are (1) the negotiation 
between the idealised and realised teacher identity; (2) performer/teacher identities; (3) 
pedagogical content knowledge and skills; (4) professional knowledge and skills; (5) 
school context; and (6) self-knowledge. One of the reasons that I used the theoretical 
framework to guide my data was to see whether my theoretical framework (see p. 13) was 
suitable for understanding early-career music teachers’ occupational identity development. 
The other reason was to understand how self-knowledge influences music teachers’ 
attitudes and behaviours when they face the unexpected pedagogical and professional 
knowledge and skills, and the practical school context. 
In the data analysis section, I first discussed the occupational identities of the music 
teachers. I described the occupational identities from the perspectives of the two 
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participants, which included musician/performer and music teacher. I also compared their 
self-identities with the realised thoughts and behaviours during their work. This helps to 
understand the consistency/ inconsistency between how the music teachers identified 
themselves, and their actual attitudes and actions as a music teacher. I specifically 
explained how Han’s inconsistency influenced her attitudes and efforts to study 
pedagogical knowledge and skills (theme three), professional knowledge and skills (theme 
four), and her adaption to the realised school context (theme five). After that, the 
performer/teacher identities (theme two) from the theoretical framework were introduced to 
discuss the relationship between performer and teacher identity. Both participants believed 
that there is a symbiotic outcome between the performer and teacher identities for 
classroom music teachers. However, the data suggests that conflicts may exist between 
the two identities, that early-career music teachers need to balance them to achieve a 
symbiotic outcome. This section developed the answer to the first research question of the 
thesis, which is “what are the occupational identities of early-career music teachers in 
China?”  
The next section discussed the distinctions between their idealised and realised 
music teacher identity (theme one). This part questioned their idealised expectation of 
being a music teacher, and what common challenges they met in their early teaching. The 
distinctions are common issues identified from the two case descriptions, which included 
tasks outside their profession areas, classroom management and student discipline, 
difficulties in effective teaching and unreasonable salary and school status. This section 
developed the answer to the second research question of the thesis, which is “what do 
they consider to be the distinctions between their idealised and realised teacher identity in 
the workplace?” 
The distinct issues from their idealised and realised identities confirmed the abstract 
themes from the theoretical framework. For example, tasks outside their professional 
areas belonged to the aspect of professional knowledge skills (theme four),  classroom 
management and student discipline, and difficulties in effective teaching are included in 
the pedagogical knowledge and skills perspective (theme three), and the unreasonable 
salary and school status belonged to the school context (theme five). During the analysis 
of their thoughts and behaviours in these three themes, the similarities and differences 
between the two participants in the teacher identity development emerged.  
Finally, I used the notion of self-knowledge (theme six) to analyse the reasons 
behind the differences in these two music teachers’ thoughts and behaviours during the 
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process of negotiation of their idealised and realised teacher identities. In STD, people 
show adaptive functioning in the workplace when their basic psychological needs are 
satisfied, however they display “less than optimal adjustment” at their workplace if their 
needs are not satisfied (Soenens & Vansteenkiste, 2011, p. 384). Satisfaction of basic 
psychological needs supplies necessary energy to allow people’s identity to grow, and 
work motivation drives individuals’ action and commitment (Soenens & Vansteenkiste, 
2011). Therefore, I discussed the relationship between satisfaction of the teachers’ need 
for relatedness and their adaption to the school context; the relationship between 
satisfaction of the teachers’ need for competency and their continuous self-study; the 
relationship between satisfaction of the teachers’ need for autonomy and their professional 
exploration in the school; and the relationship between work motivation and the level of 
their job satisfaction. The discussion addressed the answer to the third research question 
of the thesis, which is “how self-knowledge influenced the development of their level of 
commitments to being a music teacher?” 
In this thesis, I did not seek to reduce two cases to a single view but rather to look 
for the complexities and the different shaping forces in their work identity. I reported the 
data and its analysis in three parts. I first introduced the school setting and described the 
two cases. Then, I presented the findings from the analysis. Lastly, I formulated the 
conclusion of this study with a recommendation for further research.  
3.2.5 The researcher’s role  
Qualitative research is an interpretative research, and the researcher is involved in 
“a sustained and intensive experience with participants” (Creswell, 2009, p. 177). These 
features may introduce a variety of personal, strategic, and ethical issues into the 
qualitative research process (Locke, Spirduso, & Silverman, 2007). In this section, I will 
discuss my personal background and my role in the research.  
A. Personal background 
My personal interest in the occupational identity issue came from the doubt of “who 
I am” and “which career I want to pursue”. I experienced several struggles, tensions and 
rewards during the first year of my MPhil. This experience has evoked my interest in 
understanding the occupational development of others at the beginning of their careers. 
Additionally, I trained to be a music teacher at university and have had an enriched 
experience in teaching children to play the piano. From my teaching experience and the 
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observation of my undergraduate classmates, I found that most of us have experienced 
some kind of challenge or confusion at the beginning of our career as a music teacher. 
Therefore, I felt it necessary to find out the difficulties that early-career music teachers are 
facing, and then to look for the possible ways we can support them.  
B. My role in the research 
In the interviews, the music teachers talked about matters closest to their hearts. 
They talked about the difference between their ideal career and the real situation, the 
challenges and difficulties that they have experienced as music teachers, and the efforts 
they have put into their career. It was the first time those two teachers revealed their 
experiences to others, and one of them talked with obvious and raw emotion. For me, the 
experience was enlightening and it was responsible for my original desire to present not 
only the tension and struggles, but also the happiness in music teachers’ lives. This 
ultimately led me to research how they identify and face the tension, struggles and 
happiness in their working environment. 
Qualitative research always involves “a wide range of interconnected interpretive 
practices” (Denzin & Lincoln, 2011, p. 4). However, even though the interpretations are all 
helping to get a better understanding of the subject matter at hand, each practice makes 
the world visible in a different way. Therefore, more than one interpretive practice should 
be employed in any study (Denzin & Lincoln, 2011). In light of this idea, when analysing 
the case, I collected explanations from the participants’ perspectives, as well as my 
interpretation of the case.  
3.2.6 Trustworthiness and dependability 
According to Creswell (2009), qualitative trustworthiness means “the researcher 
should check for the accuracy of the findings by employing certain procedures” (p. 190). 
He listed eight primary verification strategies for trustworthiness, and recommended that at 
least two strategies should be used in qualitative researches. The eight strategies are 
triangulation, member checking, thick description, acknowledge of bias of the researcher, 
negative case analysis, prolonged time in the field, peer debriefing, and use of external 
auditor. In my study, I checked the trustworthiness of my findings by thick description and 
member checking. 
Findings produced by qualitative researchers aim to be dependable. This means a 
qualitative researcher should provide an “audit trail” which lays open for inspection the 
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researchers’ documentation of data, methods and decisions made during a project, as well 
as its final product (Lincoln & Guba, 1985). The aim is to leave behind “footprints to allow 
others to judge the utility of the work, and to profit from it” (Huberman & Miles, 2002, p. xi). 
In my study, I built “a case study protocol” and “maintain[ed] a chain of evidence”, as 
recommended by Yin (2009), to ensure the dependability.  
A. Thick description 
Thick description helps readers to make a decision about transferability of the 
findings because “the writer describes in detail the participants or setting under study” 
(Creswell, 2013, p. 253). Thick description requires the author to “describe and probe the 
intentions, motives, meanings, contexts, situations, and circumstances” when reporting an 
act (Denzin, 1989, p. 39). By using strong action verbs and quotes, thick description 
provides abundant, interconnected details (Stake, 2010, p. 49).  In my study, I employed 
thick description to report the result of the interviews. 
B. Member checking 
Member checking is a process by which “the researcher asks one or more 
participants in the study to check the accuracy of the account” (Creswell, 2008, p. 267). In 
my study, I provided two participants with a copy of their translated case descriptions at 
key intervals during my transcription and translation process. As Stake (1995) suggested, 
the researcher usually gets limited feedback from their participants, but the member 
checking process is entirely necessary. Both teachers are working in an international 
school, where English is used as a second-language in daily teaching. In my study, the 
teachers made few suggestions for modifications regarding my transcription and 
translation. Where modifications were not suggested, this was taken as implicit agreement 
with the interview transcripts. Their agreement also offers an approval for the validity of the 
translation of interview transcripts. 
C. A case study protocol 
I employed a case study protocol to “deal with the documentation problem in detail” 
(Yin, 2009, p. 45). The case study protocol included an overview of the case study project, 
field procedures, case study questions and a guide for the case study report. This protocol 
guides the researcher in collecting data for each case and keeps the researcher targeted 
on the topic of the case study. Besides, “preparing the protocol forces the researcher to 
anticipate several problems, including the way that the case study reports are to be 
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completed” (Yin, 2009, p. 82). Yin (2009) asserts, “This will facilitate the collection of 
relevant data, in the appropriate format, and will reduce the possibility that a return visit to 
the case study site will be necessary” (p. 90). The protocol of my research includes 
English and Chinese versions, presented in Appendix A and Appendix B separately. 
D. Maintain a chain of evidence 
Besides building a case study protocol, Yin (2009) also suggested maintaining a 
chain of evidence which would increase the dependability of the information. This chain of 
evidence lets the reader know the evidence from the original research questions to the 
ultimate case study report.  To maintain a chain of evidence, the report should include 
adequate citation from the case study database. In addition, the databases should include 
concrete evidences and the situations in which the evidences were collected. The 
evidence should be organised in accordance with the measures and questions of the case 
study protocol. This accordance ensures that the data collection has followed the 
measures required by the protocol. Furthermore, the interpretation of the protocol should 
show the connection between the substance of the protocol and the original research 
questions. Overall, researchers should provide “clear cross-referencing to methodological 
procedures and to the resulting evidence” when they transfer one step of the case study to 
the next one (Yin, 2009, pp. 123-124). In the study, the case study database is available to 
readers on request. 
3.3 Ethical considerations 
This research involved interactions with humans, i.e. music teachers in the primary 
and secondary schools of the Mainland China. Therefore, certain methods needed to be 
employed to avoid potential distress or harm to them (Liamputtong, 2009). I conducted this 
research in accordance with the National Statement on Ethical Conduct in Research 
Involving Humans and the Ethics Guidelines of University of Queensland Human Ethics 
Committee.  
The School of Music Ethical Review Committee at The University of Queensland, 
granted ethical approval for this project in May 2013 (see Appendix C: Approval of Ethical 
Clearance). I also applied for permission from the appropriate local authority to conduct 
research in the selected school in Shanghai, China.  
As discussed above, I sent each participant a copy of the project description prior to 
the interviews. The project description included the research purpose, my contact 
information, the type of data that would be gathered, as well as the proposed interview 
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questions, and the interview schedule. This helped them to understand the project, so that 
they could decide whether the project was appropriate for them. If they decided to 
participate in the project, they were required to sign a consent form. This ensured that their 
participation was completely voluntary. Though I collected the identity information of the 
participants, participants' identity information was confidential. I removed all the 
identification-related information from the data records. Confidentiality and anonymity were 
guaranteed to individuals and their schools. In the process of fieldwork, participants were 
informed they could withdraw from the study at any time before the findings were reported, 
and that their data would be destroyed after withdrawing. 
In this chapter, I have discussed a detailed account of the methodology, my role in 
the research process, trustworthiness and dependability issues, and the ethical 
considerations which guided my study. In the following chapter, I will introduce the school 
setting and describe the teaching experiences of the two participants. 
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Chapter 4 Case Description 
This chapter contains rich descriptions of the cases involved in the study. These 
descriptions were gleaned from the interviews conducted with the participants, their 
mentor and colleagues, as well as documents collected from the school. The descriptions 
provide a complex, detailed understanding of the tensions, challenges and rewards 
experienced by Tin and Han in their first three years of music teaching in the school. It 
supplies a context of how self-knowledge influences their negotiation process of idealised 
and realised teacher identities in the workplace, to be discussed in Chapter 5.  
4.1 Introduction of School X 
School X includes two divisions; one is the public high school (Year 10 to 12) and 
the other is the international division (Year 1 to 12).  The public high school is one of the 
best secondary schools in the Shanghai municipality. The main campus of school X is 
located in the Xuhui district, which is a main commercial centre of Shanghai. Music 
teachers belong to the Centre of Music and Drama of the international division. However, 
they have the responsibility of teaching music in both divisions of the school. There are 
five music-teaching rooms, two dancing rooms, one rehearsal room, one auditorium, one 
music seminar room, one instrument storage room, and 40 piano practise rooms. There 
are 15 music teachers and Mei is the director of the centre. While Mei has a tenured 
position, all other teachers hold contract positions. Most music teachers are young, aged 
between 22 and 30 years old. They receive a base salary, and an additional income that 
correlates to the number of individual lessons they provide. They work between 8:00 a.m. 
and 5:00 p.m., five days per week (4:00 p.m. to 5:00 p.m. is the club time). Besides the 
classroom music teaching and club activities, music teachers also take on the main 
responsibility for organising the bi-annual school art festivals. They use bi-language 
(Chinese and English) teaching at the international division. The teaching materials used 
in the international division are based on those from the American education system. The 
music director designs the curriculum outline to relate to the Chinese cultural background. 
Music teachers determine the specific teaching content, based on the different musical 
knowledge and skill levels of students.  
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4.2 Case Description of Tin 
I am a thinker. I have personal understanding of music. I have my personal 
professional development methods. At the same time, I also give help to others.  
4.2.1 Music educational experience 
Tin was born in 1986 in Xuzhou, a city that is not far from Shanghai. Both of his 
parents are medical doctors. Tin began to play piano at the age of five on the advice of his 
father. He said, “My father liked music. He suggested I learn piano playing when I was 
about five years old. This was a very common reason that kids learn playing piano.” Tin 
was educated in general primary and middle school where no special musical instrument 
course was offered. Tin continued to learn piano during his spare time. At the end of his 
high school education, Tin decided to go to university to study music and his parents 
supported this decision.  
Tin studied music education at Shanghai University from 2005, and chose piano 
performance as his speciality. During the first two years of his study, Tin worked part-time 
teaching piano performance. However, in his third year he discovered an interest in music 
instrument digital interface (MIDI) and began to learn music composition with a MIDI 
device. After some successful experience in MIDI music composition, he gave up the part-
time work as a piano teacher and started his new journey as a MIDI music producer. He 
produced music for advertisements, films and computer games.  
4.2.2 Decision to be a classroom music teacher 
In 2009, Tin finished his bachelor’s degree in music education. After graduation, he 
opened a private music studio in Shanghai. The following year, his friend who was a 
classroom music teacher in an international school told him of a part-time job. He was 
invited to teach music making with MIDI technology to students in secondary school. Tin 
said, “I had four to five classes every week at that time. I was free to leave after teaching. 
In my spare time, I still managed my private music studio.” After being a part-time teacher 
for one year, the school offered him a full-time job of teaching music. Tin said, “I had 
discussed the job offer with my family. My parents and I all thought being a full-time 
teacher is a more stable job (than operating a music studio), especially given that I am 
new to Shanghai (without Shanghai citizenship).” Therefore, Tin chose to be a full-time 
classroom music teacher in 2011. 
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Tin further explained the reason why he made the decision to be a classroom music 
teacher. He said, “at that time, I planned to get married in the near future, and we were 
facing the pressure of buying a house. You know, in China, it is almost a custom that you 
need to buy an apartment before getting married. I love my career (as an individual music 
producer), but I had no stable income and could not apply for a mortgage from banks to 
buy an apartment. Besides, the law of copyright protection is not secure in China, which is 
not good for the development of my profession”. Additionally, “I found a sense of 
achievement in teaching. Actually, I really liked teaching after working here. Classroom 
music teaching also relates to my profession. I teach music making with MIDI technology 
in the school. I did not give up my interests. I am still doing something that I like.” 
4.2.3 Challenge and dissatisfaction of teaching  
Tin worked from 8:20 a.m. to 4:00 p.m. five days a week. He had 22 teaching 
lessons plus two hours of music club. At school, he taught music making with MIDI 
technology, music drama performing, bamboo flute, the history of Western music, and the 
history of Chinese music. Most music teachers from Tin’s school believe their workload is 
heavy, because it exceeds the 17 lessons per week, which is the normal teaching 
workload prescribed by the Ministry of Education of the People’s Republic of China. 
However, Tin thinks the workload is “acceptable”. He believed:  
The working time is not so long, compared to ‘white-collars’, who work more days 
(than teachers). We have two semester breaks every year, and the workload is not 
full every day. For example, sometimes we only have one or two lessons in a day. 
Besides teaching and other ‘trivial office duties’, I can plan my spare time. This is 
pretty good. 
Although he believed the workload to be acceptable, Tin met several challenges in 
other aspects at the beginning of his teaching career, for example, lack of pedagogical 
content knowledge, different year levels teaching, disruptive students, bilingual teaching 
(Chinese and English), and multiple roles. In addition, Tin expressed his dissatisfaction 
with the income and social status of a music teacher. I address these challenges below. 
Challenges: lack of general pedagogical content knowledge and skills 
Tin’s mentor teacher Mei gave a description of Tin’s optimistic thoughts on teaching 
at beginning of teaching. She said:  
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He assumed that he only needed to sit in the music classroom and students would 
come and listen to him quietly. After that, students would finish homework by 
themselves, which would be revised by him. Finally, he may produce an album for 
them. However, there was almost no student participating in the music-making club 
at the beginning. He needed to recruit students to the club. When the students 
came to the class, some of them showed no interest in his teaching, and they did 
not finish the homework. The teaching experience was totally out of his expectation 
and he definitely felt frustrated.  
Tin also stated:  
I almost had no teaching experience before. I thought students would behave well 
in class. I also thought I should fill the whole class full with knowledge. In fact, 
students cannot digest very much information in a lesson. The teaching outcomes 
did not meet my expectations. I felt a sense of failure. 
It was after a long period of self-reflection and with the help of Mei, that Tin started 
to adjust his thoughts about teaching and students, and to pay attention to the significance 
of pedagogical content knowledge and skills. He said, “I gradually got to understand that it 
is better to focus on one or two points in a lesson and explain these points thoroughly in 
different ways.” He emphasised that “introducing a subject and using appropriate 
approaches to teaching are important. However, these were not easy, and I have been 
thinking about and learning these methodologies.”  
Mei confirmed this and she noted that Tin lacked the knowledge and skill in 
planning for effective learning and curriculum implementation. She said: 
Tin needs to improve his lesson design, for example, how to introduce a subject. I 
can use one sentence to attract students’ attention in my class and make them feel 
the lesson will be interesting. I also would like him to design some questions to ask 
students. Students in my class actively take part in the class activity and they got 
the point during the process naturally. This is an example of a good lesson. 
However, Tin is still not fully capable of doing that. Besides, Tin’s oral expression is 
lacking in charm, by which I mean that his intonation is flat, lacking in an interesting 
rise and fall. He also did not repeat the critical parts enough. So students may find it 
relatively [difficult to understand the information he wants to convey].   
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Challenges: different year levels teaching  
In this school, teachers are expected to teach different year levels in each of their 
first two years. Tin needed to prepare new lessons for each semester. It was hard for him 
to focus on the same teaching content and to improve it. Furthermore, it is an international 
school and students come from different cultures and family backgrounds. The music 
proficiency level of students in the same year level was also quite different, which brought 
further challenges to Tin’s teaching. He stated: 
In the same class, the piano performance level of some students is at a high level; 
the level of the other students may have no knowledge about it. This brings 
challenges to my teaching because it is hard to design a class to cater for all of 
them. 
The musical knowledge and skills of students in the same year level would change 
from year to year. Therefore, Tin needed to make a different lesson plan for the same 
course to cater for students’ musical knowledge and skills. This increased his workload. 
He said:  
In my music making of MIDI technology course, this situation occurred. Students of 
this year all could play pianos. The next year, I taught the same course to the same 
year level. However, most students of this year could not play piano. If I would like 
use the previous lesson planning in this year, this does not work. I have to do a new 
lesson planning. To the same course of the same year level, I usually have to re-
design [my teaching aims and lesson planning] a couple of times [to cate for 
students’ musical knowledge and skills.] 
Challenges: disruptive students 
Although Tin adjusted lesson plans, it was hard to meet every student’s need in a 
class. Some students interfered in his teaching of the class. Tin stated: 
There are usually one or two students interfering with my teaching [in a class], 
especially in the upper year levels. When facing this situation, I asked myself, “were 
my teaching methods too boring?” or, “are there any other better approaches to 
introduce the subject?” 
He also spent time with these students to discover their interests and hobbies in music 
area. He said: 
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The situation is not bad. Most of those students love music. I do not mean they like 
the music course, for example, some students have already composed music, and 
they think the music lesson is boring because the teaching content is too easy for 
them.  
After finding out the reason, Tin tried to communicate composition knowledge with 
those students and joined their band group to play with them. Gradually, these students 
respected Tin’s professional knowledge and skills and accepted him. After that, they did 
not interrupt his teaching. His students said that Tin is the top music teacher in their school. 
Tin was very happy about getting the recognition of his students, and believed the 
recognition from students gives him the most happiness from work. 
Challenges: bilingual teaching 
In the international school, bilingual teaching is one of the professional standards. 
Tin said, “at the beginning, I really felt the pressure of it (bilingual teaching), because the 
knowledge and skills of English that I learnt at school is not enough for the real English 
communication environment.” He put efforts into improving his spoken English skills, and 
communication with teachers with English as their first language helped him to improve. In 
his third year of teaching, he felt comfortable using bilingual teaching. Tin knows he still 
needs to learn and practise his English, however he also has an objective attitude toward 
the language standard. He said: 
In this school, some teachers have problems in English speaking, and others have 
problems in Chinese speaking … there are just those English expression of daily 
teaching. You only need to say those expressions. You actually have no chance to 
say others. I also do not need to speak English after class. 
Mei commented that Tin’s English level just satisfies the basic oral communication 
requirements of students. It means he only can use English to express the basic teaching 
principles.  
Challenges: multiple roles 
When I asked about his previous expectation on teaching life, he said firstly, “I had 
no idea about it at that moment. No expectations. I had no idea about what was going to 
happen in the school.” After thinking for a while, he went on to say:  
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Of course, there are differences between my idealised and realised situation. My 
idealised teaching life is I only teach the courses I like. I also have chances to 
develop my own things (music-making area) in spare time. However, the reality is 
some courses are not in your professional areas. There are courses that the music 
centre assigns to you, because there are not enough music teachers [in our school]. 
So, you definitely have to take them. For example, flute teaching, and sometimes I 
also need to teach dancing in drama. You must face those things and these exert 
parts of your time and energy. The gap between realised and the idealised teaching 
is still quite large.   
However, he thought these things were not a burden to him, because they only 
occupied some of his time and the required content and skills are not difficult. He said, 
“after all, [in the primary school], the level of playing flute at teaching is elementary and my 
performance does not need to reach a high level.”   
Dissatisfaction: unreasonable income 
Tin mentioned that the income of teachers and social status of male music teachers 
is unreasonable in China. This caused him to develop a feeling of disappointment toward 
being a music teacher. He said: 
Nowadays, the incomes of Chinese classroom teachers are not high, not like [the 
‘white collars’] … However, our teachers’ work is pretty hard. One teacher takes 
charge of so many tasks, and faces so many children. The emotional and physical 
consumption of teachers is not less than other occupations. In terms of the 
contribution to education and society, our work is also significant. So, when you 
realise you have done so many things, you have finished so many tasks, your 
payment is not consistent with your efforts. You definitely feel disappointed.  
However, we have summer and winter holidays, which comfort us. 
He went on to emphasise the drawbacks of low income to male teachers. He said: 
Many female music teachers may think this job is not bad, [because] they can 
choose a husband or boyfriend with a good financial situation. But our male music 
teachers may have some troubles in financial aspects … So the low income is a 
relatively big conflict. I have a bit unfairness in psychological aspect. 
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Dissatisfaction: low social status  
Tin also talked about male classroom music teachers having relatively low school 
and social status in China. He said: 
The music subject is not a significant course in the primary, secondary school. Our 
status in school is lower than teachers who teach the main courses [such as, 
Chinese, Mathematics and English]. The public also tend to have negative thoughts 
about male music teachers. [The public think that only male graduates of music 
major who have less music professional knowledge and skills would choose to be a 
classroom music teacher. Male classroom music teachers have few incomes that 
are hard to afford the expense of a family]. 
Although feeling uneasy about this view and situation, he still accepts the reality and 
believes, “to survive in society is the first step. I still seek opportunities to develop my 
occupation as a music producer.”  
4.2.4 Satisfaction of teaching 
Beside the challenges, Tin also described many satisfying aspects of his work, such 
as creative teaching style, a multicultural working environment, professional development, 
achievements and advanced teaching. These contribute to his job satisfaction and 
commitment to being a music teacher. 
Creative teaching style  
Creation is one of the main school cultures and Mei encourages music teachers to 
be open and creative in teaching. Tin adapts to this working style well because he is the 
kind of person who does not like to follow the previous and unchanging teaching pedagogy. 
He said, “I love creation. My main advantage in teaching is creativity. If you asked me work 
following the conventional rules, it would be easy, but I would like unconsciously arrange 
my work in the current ways, (laughs).” Tin mainly teaches music making with MIDI 
technology, music making with iPad and music drama. Tin said, “I think none of the 
arrangement of music drama and music-making work belongs to the traditional teaching 
and performance [in the primary and secondary school].” Tin needed to formulate the 
teaching aims and design the teaching materials, because there were no available 
teaching materials. This situation gave him enough space to explore in his professional 
area, and he enjoyed the working style.  
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Multicultural working environment 
Tin is happy that he works in a multicultural working environment. Communication 
with people from different countries broadens and changes his understanding of the values 
and beliefs of life. He found: 
Many Western people hold an easier attitude toward life than the Chinese. Our 
Chinese culture has many restrictions, from parents and social culture. Western 
people have more opportunities to choose their lifestyle and job based on their 
interests [than Chinese people]. The Western people understand how to divide work 
and life. They work hard during working hours and understand how to enjoy the life 
after work. They have responsibilities for their work. It is not like a part of our 
Chinese teachers who would like to be comfortable at work and do not put enough 
efforts at teaching. The Western teachers are happy when students enjoy their 
teaching. They feel sad when students do not achieve reasonable results … The 
Western teachers have an open mind in colleague relationship. In contrast, many 
Chinese teachers usually have a strong sense of protection in the social 
relationship. The Western teachers would like to share their knowledge and ideas 
with others. I feel relaxed when I stay with them … I think, there are many aspects 
of those Western teachers that our Chinese teachers deserve to learn. 
Tin believes these Western teachers have a wider understanding of the latest music 
than Chinese teachers do. For example, when Tin has problems in teaching and searches 
for an interesting and creative music program, he tends to ask for help from Western 
teachers. He said:  
In the art festival of our school, we need to help each class to organise a 
performance program. It is hard to find a relative creative idea or program that 
students like. Our Chinese teachers know little about what things are popular in the 
world. Some songs students like, we do not know. The songs we chose, students 
dislike. In this case, I prefer to get help from those Western teachers, because they 
have opportunities to get in touch with different music information in the world. They 
may know more on the latest popular music information [than us]. Sometimes, we 
finish the performance organisation with foreign teachers. This cooperation is 
interesting and the performance is also welcomed by students. 
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Fulfilment from teaching 
Tin enjoys working at this school in terms of his professional development and 
achievements. He stated: 
In terms of working itself, I am pretty happy working here, because I am fulfilled. I 
am also getting better [in the music area] during teaching … I can be helpful to 
students and students recognise and respect me. I was named as the ‘top music 
teacher’ by the students, (laughs). I am very happy to hear that.  
Tin thinks he has a responsibility to teach students the significant musical works of 
history. He said, “let them know what the beauty and art is, what good music is, which are 
important.” Tin believed that “good music can provoke individuals to think, and music itself 
is also a kind of enjoyment.” Tin felt disappointment when he saw many students only go 
to pop music concerts. Therefore, in his class, he has tried to introduce different styles of 
music to them. He understood that he could not persuade every student to enjoy all of this 
music. However, he expected that students could recognise these pieces of music when 
they are older. At that time, they may have different ideas about these music works and 
may find the value of them. 
Professional area exploration and achievement 
Tin discovered and developed his ability in the production of child music drama 
during his work. He described: 
Last semester, I proposed to arrange a child drama in the art festival of school. In 
our school, nobody had produced a successful drama performance and I would like 
to try it. It is a collaboration work. I am the main producer and director of the drama. 
I also take responsibility on script writing and rehearsal. The dance teachers take 
charge of body movement arrangements. Stage performance teachers take charge 
of dialogues. During writing the script, I thought it would be good to add singing in 
some parts of the drama. Then, the program was developed into a music drama. 
(Laughs) … I had been creating and learning since I had this idea [child drama], 
including how to write the play, how to design the dialogues, how to design the 
scene, how to meet the taste of audiences … Nearly a half pieces of music are my 
original compositions, the other half are pieces of music that are arrangements of 
classic music.  
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He really enjoyed the music drama production and his performance received 
recognition from the school leaders. He said: 
I had not taken part in the music drama production before. I found I have chance to 
develop it in the past year. I just think this is interesting. Regardless of what my 
professional development is in the future, I just would like to do the child music 
drama well now.  
Mei, the Director of the Music and Drama Centre, encouraged Tin to go on 
developing his production in music drama at school. At present, he is preparing the next 
drama production (the name is the story of Tuba) for the Christmas party. 
Tin satisfied his professional achievements in music making by comparing himself 
to other music producers. These music producers are Tin’s friends who are still working as 
individual music producers. This objective comparison improved his satisfaction with his 
decision to be a classroom music teacher. He found: 
They do not have many improvements on musical skills. There are some 
disadvantages of being a professional music producer. In order to earn enough 
money to live, they have to make some music that they dislike. After a long period 
of making this kind of music, they would establish a model of music creation. This 
restricts their improvements on the music creation. 
Advanced teaching facility 
Besides the multicultural working environment, Tin is also satisfied with the 
advanced teaching facilities of school that are amongst the top teaching resources and 
environments in Shanghai. Beside the good quality teachers, there are also many 
advanced teaching facilities. Tin described:  
In our MIDI classroom, there are more than 20 computers with the whole facilities 
for music making with MIDI technology. Each of the facility costs about CN¥ 30,000-
40,000 (AU$5,000-6,000). I think it is rare in the secondary schools of Shanghai. 
4.2.5 Occupational identities and occupational development  
Tin has an open mind about his occupational development. On the one hand, he 
has followed the school’s rules to obtain promotions and develop the production of child 
music drama. On the other, he is waiting for an opportunity to be an individual producer 
when there are concrete laws to protect a musician’s copyright in China.  
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Metaphor and self-identity in his occupational area 
At the end of interview, I asked Tin to use a metaphor to give a self-description of 
himself at work. He said, “I am a thinker. I have personal understanding of music. I have 
my personal professional development methods. At the same time, I also give help to 
others.” When I asked Tin to describe his self-identity in his professional area, he identified 
himself as a musician firstly. After saying it, he looked a bit shameful and went on saying:  
I’d like to be a musician. A musician is not a person who is famous in music area, 
but someone who puts most of their time and energy in music. Somebody identifies 
you as a pianist, it does not mean your performance skill is on a very high level; it 
does not mean you must win a competition in piano area. It means you see the 
piano as your friend, as a whole life. I believe it is the same in how you see music. If 
you see music as your friend in your life, as a partner, as a bosom friend, you could 
not live without it. Then you are a musician. 
This self-identification is consistent with the ideas of his colleagues and mentor 
teacher. Mei said, “Tin is a musician. He has a lot of lovely things in mind. There are also a 
lot of longing for these good things in his mind.”  
Besides the musician identity, he also thinks of himself as a performer, and then a 
music teacher. He thought there are no conflicts between these three identities. His 
teaching and music production and performance are a mutual promotion relationship. He 
said:  
Teaching absolutely has a mutual promotion relationship with my music creation. 
There are no contradictions or conflicts between my teaching and music creation. 
The teaching maybe occupies a large part of my time and energy, but this is 
acceptable … Because a part of what I am doing is music production, the other is 
performance, for example, we have regular concerts. To myself, the skill of my 
piano performance is also improving slightly; the music drama of children that I am 
working, I write the scripts and compose the music. I also have fun doing it. After 
that, children can express my musical thoughts on stage. I also feel it is a happy 
thing.  
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Continuous self-study on pedagogical and professional content knowledge 
and skills 
When I asked Tin what his professional development plans and expectations for the 
future were, Tin said, “step by step, there is more of a tendency to follow the school 
system in the teachers’ professional development standard.” However, he noticed the 
significance of continuous self-study at work. He said, “according to my personal 
professional development in teaching, I will go on improving my pedagogical knowledge 
and skills on MIDI music-making course. I may also consider taking a master degree in the 
MIDI music-making area.” He believed he should improve his professional and 
pedagogical knowledge and skills first, and then his work and professional abilities would 
get recognition from others.  
Music drama area as one of Tin’s professional development areas  
Tin has confidence in the future of child music drama in China and sees it as one of 
his professional development areas. He said: 
At present, the production of music drama for children is in a developmental period 
in China. In Shanghai, there are less original music dramas for children. Generally, 
the music dramas for children are rearranged from the Western music dramas. The 
plays only come from Aladdin and The Lion King. There are nearly no other plays in 
child music dramas. There are some in adult music dramas. Maybe, there is a large 
developing space [in original child music drama in China], and this can be [a part of 
my career]. My professional knowledge and skills in music making with MIDI 
technology are used in the production of child music drama. Therefore, I see it [child 
music drama] as one additional area of my professional development. Of course, I 
also want to try the adult music drama production if I have a chance. I think this is 
pretty interesting (laughs).   
Occupational expectation as an individual music producer 
Tin said he is generally satisfied by his teaching work and gets a sense of fulfilment 
from it. However, he has a clear awareness that music creation is the most interesting 
thing to him. He said, “I decided to work in school at first. Something that I am interested in 
is still working on. This is still treated as my most enthusiastic thing.” However, Tin 
believed it is not currently a good time to operate an individual music studio because it 
lacks the protection from musicians’ copyrights in China. He described:  
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At present, the social environment is not good for music creation. You know, the 
Chinese pop music market is not yet a mature system, because it lacks the 
protection for musicians’ copyrights … Nowadays, if you put all your efforts on 
music creation, like Tchaikovsky and Shostakovich, you do not eat or drink, and just 
compose; however, there is no matured law to protect your work … Although you 
are so famous and your works are so welcomed by the public, the public can 
download them directly on the Internet without paying anything. You nearly gain no 
income from your work. This situation is still going on. 
Although feeling disappointed about the reality of the original music market, Tin still 
has an open mind about being an individual music producer in the future. He said:  
I am waiting for opportunities (laughs). Maybe, in the future, if the social 
environment of pop music market turns to be standardisable, I also would like to 
consider developing my career in this other way; it would be to [open a studio]. 
However, at present is not a good time to open a studio. It is said that many 
individual studios lose money now. 
4.3 Case Description of Han 
I feel like I am walking in darkness. My hands are groping forward, but I have not 
found a bright place, I have not yet seen what my road is like. 
4.3.1 Music educational experience 
Han was born in 1983 in Jinan, a city in the north of China. Her mother likes singing 
and encouraged Han to play electronic organ since Han was four years old. After several 
years, she changed to learn the piano after a suggestion from her electronic organ teacher. 
In high school, Han’s performance ability had already reached a high level compared to 
her peers. Her piano teacher suggested she go on to study piano performance in college. 
In her last year of high school, Han got two admission letters, one from the East China 
Normal University in Shanghai, which is a famous university in China. The second letter 
was from Shandong University of Arts, a music college in her hometown. Han said, “I like 
the East China Normal University. What I learnt of piano performance in this school may 
not to compare to the other one, but the reputation of the University is pretty good.” 
Because of the reputation of the East China Normal University, she made the decision to 
go there. 
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After starting her study at the university, she realised her piano performance would 
not reach the high levels that were expected. She still tried her best to study and minored 
in English. She achieved excellent grades during her undergraduate studies and was 
offered a full-scholarship to complete a Master degree in her school. She chose piano 
performance as her major in the graduate program. After Han finished her master degree, 
she obtained permanent residence in Shanghai after a comprehensive review by the 
Shanghai government.  
 Han currently regrets that she did not choose to learn piano performance after her 
undergraduate education. She said: 
The professional development of a normal university focuses on integrated skills 
and knowledge. It is hard just focus on my performance skills of piano. Although I 
hold a master degree on piano performance, compare to people who study piano 
performance since undergraduate, there is a big distance of performance skills and 
abilities between us. This is regret [I did not choose to study piano performance 
since the university]. Therefore, you do not have a professional area. You are 
comprehensive in music area. You know many subjects in music area, but there is 
not a proficient skill in any area.  
4.3.2 Decision to be a classroom music teacher 
During the last year of Han’s master program, her parents wanted Han to enrol in a 
PhD program, because they expected her to be a teacher in a higher degree education 
system. Han said, “I have spent seven years studying in a University and would not like go 
on to be a student.” She went to several interviews and had various job opportunities. One 
of these opportunities was in her hometown, Jinan, as a piano teacher at a university. She 
said, “it is not the best university, so I gave up it. Because I have lived in Shanghai for a 
while, (I would like to stay here).” Now, she regrets the decision not to work at the 
university. She said, “my piano performance skills would be improved a lot if I went to that 
university.”  
Her other opportunity for work was as a piano teacher in a non-government 
university in Shanghai. Han said, “I would like to work in this university. However, my two 
older cousins all suggest I do not work there, because they think the future development of 
this university is uncertain.” A third choice was to be a classroom teacher in Shanghai. “I 
got a work opportunity in this school (the one she is currently working at) as a contract 
teacher, or a permanent teacher in a school in another district.” However, the school 
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offering a permanent position does not have a good reputation. Facing a decision between 
these two schools, Han explained the reason why she chose to teach at the current school 
she working at: 
I have a pretty good impression on the campus environment. The campus is like a 
university; it is big and has many trees. My piano students’ parents are locals and 
they said this school has a high reputation in Shanghai. They all suggested I work 
here.   
This school also offers teacher dormitory to single teachers. Han said, “It is convenient and 
safe to live on the campus. It is also saves money.” Therefore, she made the decision to 
work here. 
Han actually had little knowledge about the reality of life as a classroom music 
teacher before making the work decision. She said: 
My classmates have their student teaching in the middle school, but I went to a 
university as a piano teacher. I had no knowledge and experience about classroom 
music teaching before I worked here. I think there are not many differences 
between primary and middle school teachers and the university teachers. I perhaps 
would not have come here to be a classroom music teacher if I experienced student 
teaching in the middle school. 
4.3.3 Challenges and dissatisfaction of teaching  
There are big differences between her idealised and realised work. She felt she did 
not get enough support from the school and was dissatisfied with her development of 
pedagogical knowledge and skills. There were many trivial jobs to do, which she thought 
were not related to her profession area. She also found she had no leisure time after work 
and felt tired. Besides the physical tiredness, she could not get tenure from the school, 
which disappointed her from an emotional aspect. She lacked the sense of safety of stable 
employment and worried about her future professional development. This was the main 
reason Han had a negative attitude to her work in the third year of teaching. She would not 
like to do anything relating to teaching after normal teaching hours for a whole semester.  
Challenges:  lesson planning and behaviour management 
Before she became a formal teacher in the school, Han took a part-time job at the 
same school for one semester. The work environment was fresh to her and the children 
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were lovely. However, she had challenges in class design and dealing with students’ 
discipline. In class, Han observed whether students interacted with her and she found 
students usually had no interest in her teaching. She said, “I felt confused. At that time, I 
felt rather perplexed about teaching.” Besides, “I had a bit of difficulty in teaching a course 
of symphony music appreciation at that time (beginning of teaching), because I listen the 
symphony music little and personally dislike it.” Han also did not have an effective method 
of maintaining classroom discipline. She said:  
Experienced teachers have ability to make a group of twenty noisy students to be 
quiet immediately. I did not possess this ability at the time. I could only shout at 
them, but this is the worst way and only some children become quiet temporarily. 
Facing these things, I was chaotic and had no idea.  
Han further described how the specific school culture challenged her idea on how to 
get along with students. She said:  
This school emphasises the equal status of teachers and students, and respects 
students’ questions and responses in the classroom. The education principles are 
different to my past education experience. In my experience, students could not 
speak to others when a teacher is standing on the podium. In this school, if you 
control them and talk to them very harshly, they would say, ‘why do you talk to me 
like this?’  
Han was surprised at the students’ reaction, because usually eight-year-old children have 
little awareness of personal rights in China. Therefore, Han needed to adapt to these 
international students and the school culture, and to learn how to get along with them.  
The following semester, Han became a full-time music teacher and had a chance to 
work together with her mentor teacher Mei. She was an assistant in a class of Mei’s. It was 
a good opportunity to learn how to teach and communicate with students. The experience 
gave Han a good example of how to behave like a teacher with students. She then began 
to imitate the teaching of Mei, while still exploring her own teaching style. She said:  
I found you can observe how other teachers teach and manage students, but their 
experiences may not suit you. You have to find a way that suits yourself. In that way, 
students would like to be a good behaviour in your teaching, you do not need to 
speak loudly to ask students to be quiet.  
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Han tried different teaching styles each semester to look for a way that suited her. 
She stated:  
At the beginning, I kept patience to their actions in one semester. I did not try to 
control them and gave free rein to them. I found this teaching style was bad. The 
next semester, I tried the opposite teaching style and kept a tight rein on them. I 
found students were very unhappy in my class. Therefore, in the third semester, I 
tried a teaching style in-between. I have a side of stern in teaching and also have a 
side of happy and comfortable classroom environment.   
After those explorations on teaching styles, Han found a way that she could maintain 
student discipline. 
Challenges: finding appropriate resources  
Han experienced many difficulties and challenges in teaching without a textbook in 
her first two years of teaching. In this school, the textbooks come from the American 
education system. In order to cater for the Chinese education background, the Director of 
the Music and Drama Centre designed a different teaching program. However, the director 
only framed the courses and syllabuses. The music teachers had to determine the specific 
teaching content of the course. Han believed:  
The teaching has strengths and weakness. The strength is you can utilise 
everything that materials and pedagogy to help you to teach them effectively. 
However, the weakness is the director only gives you a subject and you do not 
know how to plan each lesson. This brings many challenges to beginning teachers.  
Han had difficulties in the lesson preparation and she described her teaching 
content like “a patchwork” without pattern and order. For example, in terms of the piano 
performance course, Han only received the subject from her office director. She needed to 
decide which pieces of work they would play and the course schedule. Han said, “I needed 
to base on my personal knowledge to choose works from school library. Actually, teaching 
based on a textbook is the best, because you understand the aim and content of teaching 
in every lesson.” In the third year, she started to teach the grade ten students and there 
was a textbook for this grade. She found her quality of teaching was better than courses 
without a textbook, though the preparation of each lesson was not easy. Therefore, Han 
believed having no set textbook was a significant problem for effective teaching. 
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Challenges: finding professional development  
At the beginning of her work, she continued to take piano classes from her piano 
teacher in Shanghai. She said:  
My father said, “you should at least play one song every month.” I forced myself and 
tried my best to practise. At beginning of working, I went to take piano classes from 
my piano teacher. If I had not finished my work, I was criticised by my teacher. I still 
went there to have one or two lessons per month. I got two or three lessons. After 
that, I did not practise.  
Han also attended piano concerts during the first two years of her work. Usually, she went 
to concerts one time per semester. However, she said: “At recent two years, I nearly have 
not gone there, because there are too many trivial things. I am not in the mood to go. I 
prefer lay down on the bed and have a rest.” Han believes “attending concerts is important 
to being a music teacher, because what you contact, what you hear and see, those stuff 
will evoke your enthusiasm and thoughts on music performance and education.” 
Han insisted on doing private piano teaching at weekends. She stated, “when I 
teach piano, it reminds me I am still a piano major.” Although she also took a piano 
teaching class at school, the performance level of most students is low. Han had more 
enthusiasm and passion to teach students with middle and high level piano skills. She said:  
Teaching these students (whose piano performances are in a middle or high level) 
are interesting. It also forced me to go on learning some knowledge in piano area. I 
always hope to force myself to practise piano performance (after graduation).  
Although she also felt tired sometimes, she said, “I am still happy when students’ 
performances evoke my enthusiasm in music”.  
Dissatisfaction: her teaching achievement 
Although the mentor believed Han was a competent music teacher, Han showed 
dissatisfaction about her teaching achievement in pedagogical knowledge and skills. She 
stated:  
I am not very confident in my teaching. Such as, when someone suddenly give me 
a subject and ask me to take a 40 minutes class immediately. I cannot design a 
plan quickly in my brain and teach it immediately. I am not competent to do it right 
now. Or, a set of course, I am also unable to teach it pretty good. I believe I have 
not built up any course to reach this level. This is disappointing.  
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Han also analysed the reason why she had not reached her idealised teaching level. 
She felt the main reason was that she had not put enough time and energy into improving 
the course that she taught. She had not been in the habit of writing a teaching journal. She 
also did not read enough books on her teaching areas. Han understood the foundation of 
good teaching, relying on the subject knowledge of teachers. The continuous self-study in 
her professional area was important for the professional development of a teacher. 
However, she said: 
I found I lose the reading habit in the recent years. I was fond of reading before, but 
I only read some professional books at the first year of teaching. Later, I nearly did 
not read any professional books. At present, I found my subject knowledge is not 
enough.  
The other reason why Han had not reached her idealised teaching level was that 
the school attributed new courses and year levels to her at the first two years of teaching. 
She needed to prepare different courses each semester and had no time or energy to 
devote to improving her previous course plan. Finally, the school did not supply enough 
support for beginning teachers in learning how to improve their teaching. She suggested 
the school had to arrange a time for new teachers to observe experienced teachers. This 
learning experience would be effective for the adaptation and improvement in teaching of 
beginning teachers. However, Mei gave positive comments on Han’s teaching. She said, 
“at beginning of Han’s teaching, she was not confident. At present, her teaching is very 
good, including communication with students and other teachers. She must be a person 
who has personal charm.” 
Dissatisfaction: lack of professional support  
Han mainly relied on herself to develop her pedagogical knowledge and skills in 
music. She felt that the school did not give her enough support on these professional 
developments. She said: 
Most of music teachers’ teaching courses and teaching styles are different and it is 
not useful to ask help from them … I would like to ask my mentor teacher Mei when 
I met some troubles in teaching. She probably had no time to reply me at the 
daytime, because she has heavy teaching loads and management tasks. I used the 
chance of she went to lunch to inquire her on the way. Occasionally, Mei had time 
to observe my teaching and gave me some suggestions. Except these, I found I 
need figure out the teaching troubles by myself.  
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There was teacher training for beginning teachers from the education section of 
each district in Shanghai. However, teachers in Han’s school did not need to attend the 
training from the outside education section. The reason was that their school is permitted 
to do the training within the school itself. In reality, music teachers do not get enough 
training from their school, because their training hours are arranged as time to do practical 
teaching. Music teachers from their school had almost no connection with music teachers 
from other schools. Han said, “I have no idea about teaching in other schools. I only 
occasionally go out to attend one or two classes every semester.” Therefore, Han believed 
she did not get enough professional support from her school. 
Han did receive some help in pedagogical knowledge and skills from her husband 
who is an experienced English teacher in the same school. They got married in Han’s third 
year of teaching. After recognising his teaching abilities, Han discussed her teaching with 
him. Han said, “He is a wonderful English teacher in Shanghai and has his own pedagogy. 
He gave me many inspirations on lesson design and planning.” 
Dissatisfaction: administrative tasks 
Han described her administrative tasks in the annual piano competition of 
secondary students in Shanghai. The previous school leader sponsors this activity and 
their school co-organises it with the Shanghai education department. The participants of 
the activity include students from all secondary schools in Shanghai. Mei (Director of the 
Music and Drama Centre) is the main manager of the activity. Han takes responsibility for 
the practical work. She said:  
The main reason of this school hired me was to let me to do something which is out 
of my classroom teaching (the piano competition). During the first summer holiday, 
just after I graduated, I started to work on the arrangement of piano competition. 
There were no existent procedures or documentation that I could use, because it 
was the first year of the competition. During that summer holiday, I was always 
doing different things. The task would be belonging to a group people, but only I did 
it. 
Han spent the most of summer holiday in Shanghai because she took on 
responsibility for keeping in contact with the co-operator of activity from the relevant 
government department during the holiday. However, she did not receive reasonable 
salary reward for her work. She said, “I stayed here [at school] for nearly two months. The 
school only paid me several hundred Yuan (around AUD$100). Later, I expressed my 
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dissatisfaction about the pay [on my extra-working] to Mei. Later, the school added a little 
[money to me]. ” 
Although Han understood her management ability improved during the organisation 
of the piano competition, she still dislikes doing that work. She said: 
The organisation of the piano competition is not related to a teacher identity, but my 
organisational skills have really improved after these activities. If others ask me to 
organise an activity, my capacity to do this would be much better than before.  
At work, Han tried to face the reality that her working area included something that was out 
of her professional area. However, she still had negative emotion to do those works.  
Dissatisfaction: no leisure time 
The preparation of the annual piano competition occupied a large part of her holiday. 
She was tired and she did not get enough time to rest. She said: 
I found my body has not been relaxed for years. I just have these kinds of feelings. I 
had a test in August of this year. Though this is a small experiment, people get sick 
usually at the time that your immunity system decreased … I feel terrible and pretty 
tired. 
Han also found she nearly had no leisure and entertainment time after work. She said: 
In our office, they all have time to watch television and movies, but I watch movies 
rarely. I rarely ever watch television after working. I have no time to watch, but I 
actually would like to ... They are all talking about the popular TV shows, but the 
programs I know are out-of-date. I am the out-of–date person in our office. 
Much of Han’s after school time is occupied by the lesson preparation and 
housework. She left school at 4:00 pm and went to bed at 12:00 am. During those times, 
she prepared the next day’s teaching and her meals. She found much of her spare time 
occupied by housework after her marriage, and she had no time to go to the supermarket 
and shopping. Most of the time, she went to a convenience store to buy daily groceries 
and bought clothes from websites. She said:  
I actually really liked shopping when I studied at university, but I have no time to do 
it after work … After married, my husband and I spent a couple of hours on doing 
housework every day. I did not realise doing housework takes such long time when 
I was single. I just ordered a take-away food and went back to the dormitory when I 
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was tired. At present, I need to consider the dinner of my husband. Even I am tired 
today, I also need to cook the dinner and prepare the breakfast of tomorrow. In 
terms of my perspective, I find my life has more troubles than before. At present, I 
am so admire the high school students. They only need to focus on studying when 
they go home and do not need to worry about other things. 
Han’s perception of her husband’s lifestyle influenced how Han spent her leisure 
time, she said:  
My husband is self-disciplined and has effective time management. He spent most 
of his time on working. He usually does lesson preparation or paper writing at night. 
He rarely spends time on any entertainment, because he believes those activities 
waste time. Therefore, he would say I waste time when I am watching movies or 
some entertainment programs. However, I dislike his attitude toward life. I need 
some time to sit at sofa to relax and watch dramas or movies. I feel very 
uncomfortable about our difference in attitude. 
Dissatisfaction: contract work 
The difficult process of obtaining promotions and tenure at the school frustrates Han. 
She said:  
In this office, there are dozens of music teachers, but only Mei got tenure ... Actually, 
I believe this is unreasonable. In this school, the art teachers also belong to the 
teachers of ‘insignificant majors’ (comparing to the teachers who teach Chinese, 
Mathematics and English), but teachers of their group have more tenure than us. I 
had thought it would be possible to get the tenure, but you really have no chance.  
Han went on to explain the main differences between the contract position and the tenure. 
She said:  
From the economic perspective, one difference is the amount of retired salary, while 
the other is the medical benefits.  The retired salary of the people who have tenure 
is two or three times more than the people who have a contract job. The medical 
benefit of the tenure is also much better than us.  
From the professional development point of view, teachers who do not get the tenure may 
not have the chance to be assessed for the title of senior teacher. Han said, “there are 
only two teachers at our school who get the chance to assess the senior teacher every 
year. Our promotions are restricted in the school, especially for music teachers.” During 
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the first two years, Han thought if she worked hard she may get the tenure from school. 
However, Han said: “this is a naïve thought, this could not happen.”  
Negative working experience 
In the third year of Han’s teaching, she had a negative period at work. She stated:  
During one whole semester, I nearly did not do lesson preparation. I rested on my 
laurel. At that time, I did not like bring work at home. I felt annoyed about my work. I 
even sat there playing computer games, I just would not like to touch any of my 
teaching materials … I thought ‘why other people have time to watch movies and 
dramas? Why do I have no time to do these? Why do I know nothing [about the 
popular culture]? Why do I have to work after normal working time?’ I hated my 
work at that time.  
When reflecting on this experience, Han now had the different view on it. She said:  
I think I was silly, you know? Because you think you have the rest, however I waste 
the time of myself … I thought I should not be so negative about my work, this is not 
correct. Life has always been like this: you would like to live very comfortably, which 
is impossible since you have chosen to work. You need to work hard. 
4.3.4 Occupational identities and occupational development 
Even though Han identified herself as a music teacher and performer, 
administrative tasks occupy much of her working time, which contributes to her role 
confusion. She said five times that she was “pretty confused” about her occupational 
development and had uncertainty about whether to go on working at her school. She 
considered other possible occupations. However, she still has not settled on a clear 
direction. 
Self-identity as a music teacher and performer 
Han identified herself as a music teacher and performer. Although she put the 
music teacher first, she had a strong self-identity as a performer. She said, “I still would 
like to be a piano performer. My husband and I are saving money for a bigger house. Then 
I could have my own piano room.” Her eyes lightened up when she said this. However, 
suddenly, her eyes dimed down and went on saying, “this is a dream. The price of a house 
in Shanghai is too high.” 
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Han would like to take part in the work relating to piano performance practice. In the 
third year of Han’s teaching, there was a competition in Shanghai for classroom music 
teachers to test their professional knowledge and skills. The competition focused on 
musical knowledge and skills, and Han actively put time and energy toward preparation. 
She stated, “after dinner, I came to school again at 5:00 pm. I practised until 11:00 pm or 
11:30 pm. Then, I went home. Every day was like this and it lasted more than one month.” 
For this competition, she needed to prepare a dance, improvised accompaniment, to 
conduct and sing. She finished all of these by herself. At that time, she still worked normal 
school hours during the day. She said:  
There is pressure, but I enjoyed preparing the competition. I am happy to do the 
work relating to piano performance practice. I felt comfortable with my performance 
skill when finishing the whole piece of piano playing. The skill of my fingers was 
nearly recovered to my normal situation. I was so happy.  
Through several assessments of schools of their district, she had the chance to represent 
music teachers of her district in the final competition in Shanghai. In this competition, she 
won first place in piano performance and second place in comprehensive music 
knowledge and skills. 
Role confusion 
Trivial work occupied a large part of Han’s daily work. The work was not related to 
her professional area, which caused occupational identity confusion for Han. She said: 
There are big differences between my idealised and realised teaching. In my 
expectations, my main task is teaching. I can put most of my time and energy on 
education. The working load is also not too high. However, the reality is there are 
many other things I have to do. I am very tired. The classroom teaching turned out 
to be a not very important aspect. I have to do something else. 
Han specifically stated she felt uncomfortable and annoyed about the tasks on the 
piano competition organisation. The work is not related to the working area of a music 
teacher, but she had to do it. She said: 
In the piano competition, I am an organiser. Actually, there is no relation to being a 
piano teacher. I designed different kind of forms, such as application sheets, sign-in 
sheets, and score sheets. I need to organise parking locations and lunch place, 
invite judgers and send invitation letters to them …It is also not useful for my 
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professional development. I became an organiser rather than a teacher, which is a 
completely unrelated career. However, I also have to do it.   
Self-reflection on the reason of occupation confusion  
Han found “people know which job they really like only after they start to work. It is 
hard to know which occupation you would like to pursue if you always stay at school.” 
Through her working experience, Han did a self-reflection on the reasons why she has 
confusion about her occupational development. Han found that “I lack the ability to choose 
and set goals that suit me.” Han commented that her parents’ education ideals had a 
significant influence on her growth. Han said:  
My parents always believed that education is very important to a girl. They have no 
chance to get higher-level degrees because the influence of social environment in 
their ages. When I was a child, they told me to learn when I can to have this 
opportunity … However, they only tell you to learn. They did not tell me a specific 
aim of learning. This is the reason why I have not got a specific aim of my life. I 
think this is a defect, a regrettable thing. The view of parents is limited; they did not 
tell you a good developing way. However, you also cannot expect to depend on 
your parents’ knowledge and experience to help you make life decisions … In the 
university, you just believe what others purpose is what you want. Later, you found 
what others pursued and what others told you to pursue, these knowledge and skills 
are not what you will use after you work. Maybe you spent too much time and 
energy on things that are not so important. You did not set a goal for yourself during 
university. So, I believe parents should train their children to acquire the ability of 
how to choose in their life. The other is what their goals are and how to set a goal. 
Next, those are children’s responsibilities.  
Possibilities of alternative occupations 
Han considered enrolling in a PhD program, because she would have the chance to 
work in a university after finishing the program. She said:  
I thought about enrolling in a PhD program after working for two years. Sometimes I 
think if I work for five or six years and my major maybe totally changed. However, it 
is hard to go back to be a student again. You need to read many academic books, 
need to practise piano performance many hours a day. I also have lethargy. 
Besides, I have to think about where my living fee come from during I study. I am 
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married and it is a burden to a family. Usually, a husband dislikes his wife being a 
full-time student. If I need to go abroad and stay for a period for study, it would 
affect a stable relationship with my husband.  
Therefore, she gave up this idea. Han also considered changing to another school 
that would like to give her tenure. She said:  
I thought about changing jobs, but my age is a bit embarrassing. I am 30 years old, 
female and without a child. The employers usually would not like to choose a 
female teacher like me [the reason being she may ask for maternity leave after 
working for a while in the new workplace, which influences common teaching]. 
Besides, the school would like to hire graduates, because their salaries are lower 
than we are. So those things are annoying, I just thought about it.  
In addition, Han’s house was near the current workplace, she also would not like to 
change to a school locating far from her house. 
Abstract professional development expectation 
We talked about what kind of person she expected to be in the professional area. 
She did not clearly point out in which area and only described which level of achievements 
she would like to reach. She said:  
I believe I would like to acquire the feeling of achievement in my work. If I am a 
teacher, my teaching would be successful and students find my teaching are 
interesting; if I am a researcher, at least I come with something out in my profession 
area. I should let myself feel I do not waste my time in those years. Therefore, I may 
not be a teacher in the future.  
This idea is consistent with her metaphor of occupational development situation. She 
described herself as, “I feel like I am walking in darkness. My hands are groping forward, 
but I have not found a bright place, I have not yet seen what my road is like.” 
Suggestions from mentor teacher on professional development 
Mentor teacher Mei has a high expectation of the professional development of Han. 
Mei said:  
She is very motivated and clever, her initiative is much better than Tin. Her personal 
aim is high. In my understanding, she would like to be the best in the music 
department. Secondly, she may not only have aims for herself just as a teacher, but 
 66 
 
maybe she would like to do some organisation work. She has this dream and also 
puts effort on this direction. 
However, Mei believed an open mind in her professional area is significant to Han’s 
development at this moment. Mei found that Han limited herself in the skills of the piano 
performance area and she had not faced the reality of the students’ interest in primary and 
secondary school. Mei said, “performance skills belong to the content of university and 
conservatory. Our students are not expected to develop this.” Mei also suggested that Han 
explore other specialties in the piano area, for example, piano performance appreciation, 
and piano improvisation. Mei also told Han, “you can organise a piano interest group to do 
research, focus on their understanding of piano art and write papers. This is also a 
professional area. Why do you not want to develop your performance skills here?”  
Mei went on explaining how Han could develop her professional knowledge in the 
piano competition organisation. She said:  
In the piano competition, we included a part of improvisation playing. Give students 
a picture, after five minutes, ask students to play it. Therefore, we needed questions. 
In this point, Han can join in to give some ideas. This is actually related to her 
professional area, it is a competition of piano performance. 
Mei believed, “many famous performances and singers around world, they finally take part 
in those activities. They cannot always only be a performer.” Therefore, Mei suggested 
Han should consider “how you can transfer piano performance to a way that students like, 
and attract a large part of students. To open mind to explore professional areas and do not 
just focus on the piano performance skills.”  
Mei also believed Han should have continuous self-study in different musical 
professional knowledge and skills perspectives. Mei said:  
Han may be especially focused on the techniques of piano performance she learnt 
at university. Other aspects, such as, knowledge in the Western music history and 
symphony, the knowledge and skills on improvisation, what they learnt in the 
university should be re-learnt after entering the workforce. These all need to take 
many time and energy on them. 
In summary, this chapter provides a description of the occupational identity 
development of two music teachers during their first three years of their teaching lives. The 
descriptions include the school context, their music education experience, decisions to 
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become a classroom music teacher, the challenge and rewards of teaching, occupational 
identities, metaphors, and future occupational identity development aims. These 
descriptions supply detailed evidence for the exploration of the contexts of the two 
teachers in the next chapter.  
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Chapter 5 Discussions  
In this chapter, I use the theoretical framework that I developed in Chapter 2 to 
discuss how two Chinese music teachers’ occupational identity development was 
influenced and shaped by pedagogical content knowledge and skills, professional 
knowledge and skills, performer and teacher symbiotic outcomes, school context, and self-
knowledge. In the first section, I discuss the occupational identities of the two participants. 
In the second section, I discuss the distinctions between the participants’ idealised and 
realised music teacher identity. In the last section, I introduce the notion of self-knowledge 
to analyse the reasons behind their different thoughts and behaviours in the adaption to 
their new workplace. 
5.1 Occupational Identities 
As previously discussed, music teachers can have multiple occupational identities 
(such as teacher, performer and organiser) relating to their occupational responsibilities 
(Isbell, 2008; Russell, 2012; Scheib et al., 2007). Of the two cases, Tin identified himself 
first as a musician and performer, and then as a music teacher and students’ friend. Han 
identified herself mainly as a music teacher, and then as a performer. Tin and Han both 
have the occupational identity of a musician and a performer. This coincides with many 
studies, which suggest that music teachers are typically socialised as musicians in the 
university setting, and that they draw on strong technical performance skills when they 
enter the teaching profession (Bouij, 2004; Dolloff, 1999; Woodford, 2002).  
Tin shows a consistency between his self-identities and his realised thoughts and 
behaviours.  Tin’s experience is a good example of how a musician’s identity can be 
presented and still be fused with a teacher identity in a classroom environment. For 
example, Tin was able to employ his creativity and autonomy in his daily teaching life to 
inspire his students’ interests in the music class. Despite self-identifying herself as a music 
teacher, Han seems to have a much stronger performer identity than a teacher identity. 
For example, she regretted that she did not choose the piano teaching job at college; she 
was concerned that her piano performance skills declined markedly after teaching; and 
she preferred to do piano-related tasks to administrative tasks at school.  
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The performer-dominated identity further influenced Han’s attitudes and efforts in 
relation to studying pedagogy knowledge, professional knowledge and skills knowledge as 
well as her adaption to the realised school context. It was evident that Han did not 
consider it important to learn how to teach effectively. For instance, she stated that she 
stopped reading pedagogy books after her first year of teaching; she didn’t write in a 
teaching journal to reflect upon her teaching; and she stopped lesson planning for one 
semester in the third year of teaching. Regarding her adaption to the realised school 
context, Han still believed that administrative tasks were not within her responsibility in her 
professional area, and therefore should not be part of her job roles. After three years of 
teaching, Han still experienced uncertainty about whether she should continue working as 
a music teacher in the school or not. She remained confused about her occupational 
development.  
This result confirmed the finding of Freer and Bennett (2012), who believed that 
most newly-qualified music teachers are in young adulthood and they might still 
experience the exploration of their identities in their occupational area. Kroger (2007) also 
concluded young adults have difficulties in formulating career goals and making 
occupational commitments. A major reason is many of them did not explore their career 
interests in high school and college years, so they did not make a commitment to an 
occupation in line with their interests, abilities and values. Han’s self-reflection on the 
reasons for her occupation confusion also confirmed the explanation of Kroger (see the 
case description of Han in section 4.3.4). 
Tin and Han both believed that there was little conflict between these two identities, 
although Han’s performer identity likely influenced her teacher identity development. They 
both considered performer and teacher identities to be symbiotic outcomes of their 
teaching occupation. Han believed she could express her performer identity through 
playing piano in class. Tin thought children could play his musical works on the stage, 
which was a good example of the combination of his teaching and music production. Tin 
especially reported that joining social professional groups kept him engaged with his 
personal music production and enabled the absorption of useful techniques into his music 
drama production and music teaching. This is consistent with the study of Kokotsaki (2010) 
and Welch et al. (2011), who found pursuing performer identity stimulated music teachers 
to stay enthusiastic about furthering their professional knowledge and skills. These 
experiences benefit music teachers to introduce various music activities into daily 
teaching, and to demonstrate skilfully different music techniques in their classes. 
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Moreover, after comparing his achievements on music creation to his friends who 
were employed in the music industry, Tin felt that the quality of his music production in 
school was more significant than theirs. The reason for this was that he found these 
professional producers had to make music catering to the public’s interests in order to 
make money. A prolonged experience of such music making would potentially limit their 
music creation to an established model, which may restrict their professional improvement. 
After realising the limitations of the professional development of music producers, Tin felt 
happier about his achievements in music creation in the school context, which contributed 
to his satisfaction with professional development at school.  
In summary, the occupational identities of Tin and Han include a 
musician/performer identity and a music teacher identity. Tin showed consistency between 
his self-identities and his realised attitudes and behaviours. However, Han’s statements 
that she identified mainly as a teacher are not consistent with the attitudes and behaviour 
she showed at work. She displayed a much stronger performer identity during work. This 
inconsistency may have contributed to her occupational confusion. In addition, Tin and 
Han both believed performer and teacher identities to be symbiotic. Both teachers believed 
identifying themselves as a musician motivate them to further their professional knowledge 
and skills. Through teaching piano playing and organising music events in the school, they 
felt they could express their music thoughts through the performance of students on stage. 
This is a good demonstration of how music teachers’ teacher identity and performer 
identity can be combined in their workplaces. 
5.2 The Distinctions between Idealised and Realised Teacher Identity 
Tin and Han both stated significant differences between their idealised and reailsed 
teaching lives. As I discussed in the literature review, most music teachers have their ideal 
understanding of what a music teacher is. After starting to teach, they usually need to cope 
with the realities of being a music teacher (Ballantyne, 2007a; Perkins & Triantafyllaki, 
2013; Wagoner, 2011). In this study, the differences between their idealised and realised 
identities include tasks outside their professional areas, difficulties in effective teaching, 
classroom management and student discipline, and unreasonable salary and low school 
status. In light of these, contextualised teaching is discussed at the end of this section, 
which might help early-career music teachers to adapt to the new workplace for effective 
teaching. 
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5.2.1 Tasks outside their professional areas  
Both Tin and Han did not expect to be teaching beyond their professional areas and 
to have to complete administrative tasks. They believed those tasks occupied their time 
and energy, which prevented them from focusing on other more meaningful things (see the 
case description of Tin in section 4.2.3 and the case description of Han in section 4.3.4).  
Han emphasised that she spent much of her time fulfilling administrative roles, which she 
would rather not have to do. Scheib (2003) identified this phenomenon as “underutilisation 
skills tension” that “occurs when the expectations of the focal person do not allow him/her 
to use his/her unique skills and abilities—a type of role underload” (p. 126). He further 
explained that this tension usually happened when music teachers felt the tasks were not 
within their responsibilities, and these tasks should be the responsibility of actual 
administrative staff. In addition, Han believed the extra responsibilities besides her music 
teaching may result in a heavy workload for her. She felt the heavy workload brought 
pressure to her and she felt overstressed about it (see the case description of Han in 
section 4.3.3). This finding coincides with the study of Ballantyne (2007a) , who found the 
responsibilities that early-career music teachers take on out of their professional areas 
contributed to heavy workload for them.  
Furthermore, Han did not value the administrative tasks. She had a very narrow 
understanding of what a music teacher is required to do. The reason would be Han only 
experience pre-service training as a piano teacher in a college at that time, and she lack of 
training of music teaching as a classroom music teacher in a real classroom settings, such 
as a primary or secondary school. This lack of exposure to the experience of classroom 
teaching would exacerbate the reality of what teaching tasks look like. This may be also 
caused by her performer identity which caused her to view these administrative tasks as 
not being intrinsically related to her knowledge and skills that she had learnt in university. 
This is consistent with the research of Wagoner (2011) and Mark (1998). They found that 
music teachers who concentrated primarily on developing their musician identity may 
indeed be disappointed with the ‘real’ roles they would take in the teaching environment. 
5.2.2 Difficulties in effective teaching 
Han and Tin also reported that it was hard to adopt appropriate approaches to 
introduce a subject and prompt students’ interests in joining in the class. Han stated her 
challenges of engaging students with symphony appreciation in a meaningful way. 
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Han: For example, I would like to introduce a piece of symphony to students, a 
chapter (section) of it. I need to teach them how to appreciate this chapter. Usually, 
I introduced the background of the chapter, explain many details of the music, and 
then let them listen it. However, they did not listen to the music attentively, or they 
found it is not interesting after listening it. 
Tin believed that her pre-service teacher education lacked the necessary general 
pedagogical content knowledge and skills, which impeded his effective lesson planning 
and teaching (see the case description of Tin in section 4.2.3).  
Tin and Han believed that lack of the teaching experience was a challenge during 
their beginning teaching. They were not able to fill the gap between the theory they learnt 
during their university education and the present realities of their working contexts. This 
finding is consistent with the previous studies by Ballantyne and Packer (2004) and 
Roulston et al. (2005). They found the general pedagogical content knowledge and skills 
that music teachers learnt in the university cannot directly be used in practical teaching, 
which challenges their adaption to the teaching in the realised classroom environment and 
specific school contexts. Therefore, music teacher training programs should pay more 
attention to how to integrate and contextualise student teaching in the real school 
environment and help pre-service music teachers adapt to their beginning teaching life 
better (Ballantyne, 2007b; Cook, 2009).  
5.2.3 Classroom management and student discipline 
Han and Tin both met challenges when dealing with student discipline and 
classroom management. Despite the knowledge and skills they learnt during their 
undergraduate studies, they lacked the experience and ability to apply this theoretical 
knowledge to classroom teaching. At the beginning of her teaching experience, Han found 
that the students had little interest in her class, which made her feel “rather perplexed 
about teaching”. Similarly, Tin had an optimistic and simplistic expectation of teaching and 
students’ behaviour, yet felt frustrated when he found there were few students interested in 
music production and that many students did not finish the homework.  
Due to a lack of knowledge about learners and their characteristics, early-career 
teachers frequently do not understand how to behave properly when communicating with 
students (Haston & Russell, 2012). The unrealistic beliefs and knowledge about 
classrooms and pupils that early-career teachers often carry may make them feel “guilty” 
when they face negative attitudes of students to the subject of music (Welch et al., 2011). 
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As Hong (2010) found, this negative attitude in relation to pedagogical issues leads to the 
“emotional burnout” of early-career teachers (P. 1540). 
5.2.4 Unreasonable salary and school status 
Tin and Han both believed they have an unreasonable low income, although their 
incomes are much higher than that of music teachers within the public schools in Shanghai. 
Compared with other occupations, Tin found the pay cheque from the school does not 
match his input and contribution to work. This view coincided with the study of Scheib 
(2003), who stated that the job dissatisfaction of teachers is caused by “insufficient salary 
and resources to accomplish the overwhelming amount of work required of the music 
teacher” (P. 125). Han also stated she should get a higher salary and an overtime work 
payment. She thought the bonus received by music teachers from the school does not 
match that of the teachers of main subjects (such as Chinese, Mathematic and English).  
Han: There are big differences between the incomes [of music teachers compared 
to those of teachers of Chinese, Mathematics and English], including the overtime 
pay and bonus. For example, my salary should be CN¥ 12,000 (about AUD$2,180) 
[every month], however, my salary is much less than it. I only have a bit more than 
CN¥ 7,000 (about AUD$1,270) [every month]. 
Tin especially mentioned that a low income is a big disadvantage for male music 
teachers in Shanghai because they cannot afford the expense of a family with that salary. 
Poor salary is one of big reasons influencing Tin’s commitment to the teaching occupation.  
This view is supported by the work of Ingersoll and her colleagues (2003), who found poor 
salary is one of main factors that cause job dissatisfaction. Berliner, Glass and their 
colleagues (2014) also pointed out that beginning teachers earned less than other 
educated professionals in American, which is unreasonable. They emphasised the 
significance of salaries boost in improving the quality of teachers and their commitments to 
the teaching profession.  
 In addition, Han reported that it is difficult for music teachers to get tenure in the 
school, which affects their promotion and retirement pension. Han felt disappointed when 
she found it is almost impossible to get tenure, because she believed her effort and 
contribution deserve a tenure position. Her enthusiasm for teaching was undermined and 
she felt negative about her teaching for about one semester. Music is a relatively 
‘insignificant’ subject, because it is not a compulsory subject in the National College 
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Admission Examination. Classroom music teachers usually have less income and 
promotion opportunities than the major subject teachers in China (Gu, 2011; Guo & Zhang, 
2010). These decrease their working motivation and impede their commitment to being a 
music teacher. 
In summary, Han and Tin both experienced the negotiation between their ideal 
understanding of, and the realities of being a music teacher, which is a part of their 
adaption process to the new workplace. They had little understanding of school teaching, 
and “optimistic and oversimplified” images of teaching life. They both believed they had an 
unreasonable income and low school status. Han especially discussed the difficulties of 
obtaining tenure, which impedes music teachers’ promotion ability and retirement pension.  
Tasks outside their professional areas and high workload are common issues for them. 
Moreover, student discipline and classroom management decreased their confidence at 
teaching. The findings from this study showed that the difficulties and challenges of these 
two Chinese early-career music teachers are similar to the early-career music teachers in 
English-speaking countries, as discussed by Ballantyne (2007a); Cook (2009); DeLorenzo 
(1992) and Hong (2010).  
Contextualised student teaching would help them to adjust the understanding of 
pre-service music teachers of teaching life before making a decision to choose teaching as 
an occupation (Ballantyne, 2007b) . A personal orientation framework proposed by 
Campbell et al. (2011) includes specific methods of exploring self, school context, teaching 
and learning, which are beneficial for pre-service and in-service music teachers to enable 
them to adapt to their workplace. It is useful to include these strategies in music teacher 
training programs to help them reach effective teaching sooner. 
5.3 The Influence of Self-knowledge in Music Teacher Identity 
Development 
In this thesis, the notion of self-knowledge is derived from the SDT theory, which 
includes basic psychological needs, intrinsic and extrinsic motivation, and internalisation. 
The basic psychological needs include the needs of relatedness, competency and 
autonomy. In this section, the importance of the three basic psychological needs and 
motivations in the development of music teacher identity were discussed. 
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5.3.1 The importance of the need of relatedness in adaption to school context 
The psychological need of relatedness is “the need to feel connected with other 
people and to be genuinely accepted in interpersonal relations” (Soenens & Vansteenkiste, 
2011, p. 383). Under the same school context, Tin and Han have different levels of 
satisfaction of the psychological need of relatedness during the last three years of teaching, 
which has affected their attitudes towards communication with colleagues and students, 
and in turn their adaption to the new workplace. 
Tin believed school X had a supportive environment for new staff. He remained 
open to communication and collaboration with colleagues. These connections deepened 
his understanding of the values and beliefs of the school. Tin especially mentioned the 
influence of his colleagues who valued the balance between work and life, and caring 
about the achievement of students. Through the connections he made, these values and 
beliefs were gradually absorbed into Tin’s endorsed values and self-regulation. In addition, 
most of these teachers were willing to offer help to him. The supportive working 
environment encouraged Tin to cooperate with them. It also helped him to bring the latest 
music information into classroom teaching and music performance. The resulting novel 
music performances received positive responses from both students and school leaders. 
The collaboration also contributed to his wider professional exploration and development. 
These all brought satisfaction and happiness to him at work, and assisted Tin in 
developing positive attitudes to teaching music.  
In contrast, Han lacked the practices of connecting and collaborating with 
colleagues. On one hand, she did not believe that the school environment was 
collaborative. She thought her work adaption almost completely depended on herself. This 
view prevented Han from seeking help from others when she met difficulties during 
teaching. Han would put up “walls of emotional and ego protection” rather than open 
herself to growth (Hardré, 2013, p. 55). On the other hand, she did not accept well the 
realised music teacher identity and had not built an appropriate teacher identity to function 
well in the workplace. She still believed administrative tasks that had been part of her job, 
were not within her working responsibilities. Role conflicts ensued between the role of an 
organiser and the role of a teacher, which decreased her effectiveness in teaching.  
To sum up, Tin believed he was connected with other people, who helped him to 
adopt to the values and practices that were accepted and appreciated by other teachers in 
the school (Ryan & Deci, 2003). These values and practices extended his understanding 
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of what a good teacher is, and it contributed to his teacher identity development. However, 
Han lacked the collaboration practices that could help her to explore her music teacher 
identity within the reality of her school context. The idealised music identity she held 
decreased her effectiveness at teaching.  Therefore, the satisfaction of relatedness is 
important for teachers when trying to adapt to the new workplace, and it can help them to 
develop a positive teaching attitude. This finding coincides with the study conducted by 
Wagoner (2011), who believed that collectivity is one facet that affected music teacher 
identity. She explained it as a sense of belonging to the profession, asserting that this 
plays an important role in early-career teacher socialisation. She suggested “music 
teachers must establish themselves as teachers and move from the periphery of the 
teaching community into the teaching collective as a member, not simply as a music 
teacher, but that of the education school community” (p. 73).  
5.3.2 The importance of the need for competency in continuous self-study  
The psychological need of competency is “the need to feel effective in realising and 
obtaining desired outcomes” (Soenens & Vansteenkiste, 2011, p. 383). Feelings of 
competency emphasise the individuals’ personal perspectives and beliefs on whether they 
are effective, which may be not directly related to their actual abilities or skills to do things 
(Bandura, 1977). In the two cases, Han and Tin’s self-efficacy is evidently different from 
the opinion of their mentor. Although the mentor believed Han was a more competent 
music teacher than Tin, Han showed a lower self-efficacy of teaching. According to 
Wagoner (2011), self-efficacy of music teachers includes four dimensions: security in 
one’s ability, setting goals and priorities in achievable ways, problem solving, and 
perseverance through adversity. In the following section, I specifically discuss the first 
three dimensions, and the dimension of perseverance through adversity was not clearly 
discussed by the two music teachers. 
Han developed a low self-efficacy belief in her knowledge and skills of pedagogy. 
She felt insecurity about her abilities in music teaching because she had not established a 
systemic course planning method during the last three years of teaching. Furthermore, 
Han showed inconsistency in setting her achievable goals/priorities. She felt she lacked 
the ability to choose and set goals that suited her; she believed she did not use her 
teaching skills to the fullest, and she did not have adequate time for lesson planning and 
self-study on her pedagogy; she spent a lot time and energy on the tedious and low-skilled 
administrative tasks; she did not continuously learn new musical techniques. She also 
 77 
 
showed a moderate problem-solving skill in response to any complicated issues. Han 
believed that she mainly relied on herself to solve problems in teaching area. Her mentor 
Mei commented that Han had difficulties in finding ways to combine her piano performance 
knowledge and skills with the interests of students in the school. These experiences and 
beliefs led Han to develop a low self-efficacy in teaching, which in turn compromised her 
job satisfaction.  
In contrast, Tin generally felt high self-efficacy in teaching although he also 
emphasised the need to improve his pedagogical knowledge and skills. Tin felt secure in 
his musical teaching abilities. He stuck to his own educational philosophy, and he clearly 
knew the educational aims of his classes (see the case description of Tin in section 4.2.4); 
he also developed an effective way to communicate with disruptive students in his classes; 
he gained recognition from them by remaining professional. Furthermore, Tin felt he was 
consistent in setting goals/priorities and achievement. He was able to continuously learn 
new musical techniques and practise piano performance; he found ways of being musical 
even when he was busy with teaching. For instance, he went to music concerts regularly 
and kept in touch with his music producer friends. Finally, Tin was considered to have high 
problem-solving skills, because he could find new ways to evoke students’ interests in 
musical programs. These experiences benefited Tin in developing a high self-efficacy 
belief about teaching, and this in turn contributed to the satisfaction of his psychological 
needs for competency in teaching.  
Tin and Han both felt challenged about classroom management and effective 
teaching at the beginning of their teaching careers. However, Han and Tin developed 
different levels of satisfaction of the need for competency during the first three years of 
teaching. The difference between these satisfactions of the need for competency affected 
their efforts in continuous self-study in pedagogical and professional areas, because the 
need for competency is “the basic source of confidence and knowledge that drives effort at 
a task or activity” (Hardré, 2013, p. 55). This is one of the reasons why Tin was happy to 
face the challenges of teaching and to continuously learn knowledge in pedagogy. On the 
other hand, Han believed her workload was too heavy and the school did not give her 
enough support to help her to reach an effective teaching level. This finding is supported 
by Hong (2010), who compared the major psychological factors of teachers who stayed at 
school (stayers) and teachers who dropped out of school (leavers) in their first five years of 
teaching. He found that “leavers showed weaker self-efficacy beliefs than stayers, who 
tended to get more support and help from school administrators. Leavers held beliefs that 
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imposed heavy burdens on themselves, which may have created stress and emotional 
burnout” (p. 417).  In my study, I found, under similar challenges, that Tin felt “effective in 
realising and obtaining desired outcomes” (Soenens & Vansteenkiste, 2011, p. 383). He 
also got more job satisfaction from his teaching, and developed more confidence and 
knowledge in the continuous self-study of pedagogy.  
5.3.3 The importance of the need for autonomy in professional exploration 
The need for autonomy is “the need to experience a sense of volition and 
psychological freedom in one’s actions” (Soenens & Vansteenkiste, 2011, p. 383) . Under 
the same teaching challenges and school context, Tin and Han had developed different 
levels of satisfaction for the psychological need for autonomy during the last three years of 
teaching. This influenced their thoughts and behaviour towards their professional 
exploration in the school. 
Han’s personal professional goals have little alignment with those of the institution. 
Han expected to focus on classroom teaching, however she realised that the main reason 
that the school gave her the position was because of the organisation of the annual piano 
composition. These conflicts between her professional goals and those of the school 
brought anxiety and unhappiness to her, and she felt lacking in autonomy at work. Hardré 
(2013) believes the satisfaction of the need for autonomy “enables people to be creative 
and innovative, to achieve goals even in the face of challenges and unexpected 
circumstances” (p. 55). Because of the lack of securing the need for autonomy, Han could 
not develop enough confidence and enthusiasm to create a way to combine her 
professional interests and the needs of students at the workplace.  
In contrast, the professional aims of Tin are consistent with the school as they both 
focus on the music making using MIDI technology. Tin thought most of his duties related to 
his profession at work and enjoyed doing most of them. He said, “I have 22 lessons per 
week, including music composition, piano performance teaching and bamboo performance 
teaching. Nearly 80 percent of the courses are within my professional areas. I am happy 
with it.” Job satisfaction brought adequate enthusiasm and motivation to Tin, which helped 
him to explore more in his professional area. For example, Tin learnt how to combine MIDI 
music with drama to produce music drama. In his school, there were nearly no teachers 
produce drama before and most of the work were finished by his self-study and exploration. 
The new performances were well received by students, which gave him the recognition 
from school leaders, and contributed to his job satisfaction. 
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It should be noted that Tin and Han, under similar workloads, challenges and 
circumstances at work, showed different attitudes toward the process of adjusting their 
professional areas to meet the interests and needs of students. Tin was more 
autonomous, and became more adaptive and flexible in his professional exploration. 
However, Han lacked autonomy, and had difficulty adapting to her job roles. This finding is 
consistent with the study of Hardré (2013), who found teachers with more autonomy “are 
more able to meet needs that arise and to adjust to unexpected events” (Hardré, 2013, p. 
55). In this study, the most notable finding of the two cases is that early-career music 
teachers who can express and develop their professional interests, values and capacities 
at work would find it easier to negotiate their idealised and realised identities, which in turn 
would affect their commitment to the occupation of teacher. 
5.3.4 The importance of intrinsic motivation in job satisfaction 
The motivation of work also affected the two teachers’ attitudes towards unexpected 
work context (e.g. contract not tenure and low salary) and job satisfaction. In the SDT 
theory, “intrinsic motivation involves doing an activity because the activity itself is 
interesting and enjoyable for its own sake, whereas extrinsic motivation involves doing a 
behavior because it is important for an instrumental outcome” (Ryan & Deci, 2003, p. 258). 
People who have more intrinsic goals are more likely to experience higher psychological 
satisfaction at work (Soenens & Vansteenkiste, 2011). In the present study, Han made the 
decision to work in this school based on its reputation, campus environment and 
dormitories. She cared more about the tenure and promotion than teaching itself. 
Therefore, extrinsic work goals played a key role in Han’s motivation structure. She 
experienced low job satisfaction when she realised she would not get tenure at the school. 
 In contrast, Tin took his personal interests, values, and capacities into 
consideration when he chose the job. Intrinsic work goals played a central role in Tin’s 
work motivation structure. He understood that it was difficult for young teachers to get 
tenure and accepted the contract work. He also believed the working experience that 
accumulated during the job, which would contribute to his professional knowledge and 
skills for the future. 
Tin: We (music teachers of the Music and Drama Centre) are all in contract 
positions. At present, there are nearly all contract positions [in society for young 
people]. At the beginning, my contract was for two years, and later it was three 
years. I cannot remember it (the specific length of contract) well, [laughs] … [As a 
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new graduate], I had to get a job to afford my lifestyle firstly. At the same time, I 
accumulated my professional knowledge and skills, and I wait for an opportunity to 
get a better job in the future … I decided to work at school at first, although the 
workload is heavy and the income is a bit low. Something that I interests is still 
working on … I think I am still doing what I interest at work. 
Tin showed a positive attitude to his job and experienced a general inner enjoyment 
and satisfaction. These positive attitudes and experiences contributed to his well-being 
and commitment to the job. Therefore, Tin had more intrinsic motivations than extrinsic 
motivations at work, and he was more willing to accept the realities of the school context 
and developed a positive attitude to teaching. However, Han gave little consideration to 
teaching itself. The failure to be able to satisfy her desire to get tenure and promotion 
decreased her job satisfaction. Table 1 displays the comparison between the contents of 
self-knowledge of Tin and Han. 
 
Table 1. A comparison between the contents of self-knowledge of Tin and Han 
Contents of 
Self-
knowledge 
Tin Han 
Need of 
Relatedness 
 Felt interconnected with & supported 
by students, mentor and other 
colleagues 
 Opened himself to communication & 
collaboration with colleagues  
 Deepened his understanding of what 
being a teacher is like  
 Developed a positive attitude to 
challenges and problems at work 
 Felt a lack of connection and 
collaboration with others 
 Had less chance to understand 
realised teacher identity 
 Reluctant to accept the 
organisation role as part of her 
working responsibilities 
 Demonstrated a lack of job 
satisfaction 
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Need of 
Competency 
 Developed high self-efficacy beliefs 
about teaching  
 Clearly knew his own educational 
aims; maintained his own educational 
philosophy;  
 Developed an effective way to 
communicate with disruptive students 
 Continuously developed knowledge 
and skills in pedagogical and 
professional areas 
 
 Developed  weaker self-efficacy 
beliefs about teaching 
 Hadn’t reached her idealised 
teaching outcomes  
 Emphasised that school did not 
supply enough support on how to 
be an effective teacher 
 Believed that heavy workload 
impacted on her time and energy 
for continuous self-study  
Need of 
Autonomy 
 Appreciated that all areas of work 
related to his profession 
 Enjoyed opportunities to express and 
develop his professional interests, 
values and capacities at work  
 Relished professional challenges, and 
adapting to students’ needs 
 Was adaptive and flexible in his 
professional work 
 Felt that administrative tasks 
occupied too much of her 
working time  
 Felt unable to demonstrate her 
interests, values or capacities at 
work;  
 Demonstrated difficulties in 
adjusting her professional needs 
to meet students’ needs 
 Felt unable to be adaptive to the 
work and inflexible in 
professional exploration  
 
Job 
Motivation 
 Intrinsic motivation played an 
essential role 
 Job decisions based more on personal 
interests, values and capacities at 
work 
 Focused on personal professional 
growth 
 Showed a positive attitude to job and 
experienced a general inner 
enjoyment and satisfaction 
 Extrinsic work motivation played 
a key role 
 Job decisions based more on 
school reputation and campus 
environment  
 Cared more about tenure and 
promotion than teaching itself 
 Experienced negative emotions 
on teaching when she knew she 
would not get tenure at the school 
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In summary, both Tin and Han are making continuous and increasing efforts to 
develop coherent and functional occupational identities when reflecting on their first three- 
years of teaching. In Self Determination Theory, adaptive functioning is evident when 
people’s basic psychological needs are satisfied (Soenens & Vansteenkiste, 2011). In this 
study, Tin generally showed a more adaptive and functional music teacher identity at 
school than Han. As discussed above, Tin gained satisfaction of the psychological needs 
of relatedness, competency and autonomy during teaching. This provided him with the 
confidence and knowledge to develop his teacher identity at work. Tin was focused on his 
personal professional growth and the contribution to the school, rather than the tenure and 
promotion. This brought Tin more job satisfaction and happiness, which also contributed to 
his commitment to being a music teacher. 
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Chapter 6 Conclusions and Recommendations 
In this chapter, I refer back to my research questions (RQ), to compare and contrast 
the two cases in response to the questions. As Stake (1995) believes, case study research 
does not provide a basis for grand generalisations. This study aims to facilitate and 
understand the different shaping forces of the two early-career music teachers’ 
occupational identities, such as pedagogical content knowledge and skills, professional 
knowledge and skills, performer/teacher identities, school context and self-knowledge. 
Among these shaping forces, I have highlighted how self-knowledge influenced their 
negotiation between their idealised and realised identities; and how self-knowledge 
affected their commitment level to being a music teacher. Findings may not be 
generalisations; however, they may be transferable when considering similar cases. 
6.1 Conclusions 
6.1.1 RQ 1: What are the occupational identities of two selected early-career 
music teachers in China? 
Finding 1: The occupational identities of two selected Chinese early-career 
music teachers include that of musician, performer and music teacher. 
Tin identified himself as a musician and performer first, then as a music teacher. 
Han identified herself mainly as a music teacher, then as a performer. Tin felt fulfilment in 
his professional area during teaching, and he believed most of his working responsibilities 
related to his professional interests. He was generally satisfied as a music teacher, except 
for the salary and social status, which he thought were unreasonably low. At the same 
time, he maintained a flexible attitude towards his future occupational development. He 
would like to be a music producer if the copyright protection law of China were improved. 
He would also like to be a producer of music drama if he was presented with the 
opportunity.  
Han had negative emotions associated with her working situation. She found that 
her current job included many administrative tasks, which she thought did not fully reflect 
her capabilities and value. In addition, Han believed the opportunities for promotion of a 
music teacher in the school was restricted, and she had anxiety about her professional 
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development at the school. Moreover, although Han identified herself mainly as a teacher, 
she actually showed a stronger performer identity. The conflicts between her words and 
deeds at work contributed in part to her occupational confusion.  
Although it seemed Han’s existing performer identity influenced her emerging music 
teacher identity, Han and Tin both believed that there was little conflict between their 
musician/performer and teacher identities, and they were symbiotic outcomes of their 
teaching career. The pursuit of musician/performer identity kept them continuously 
involved in music making outside school. These activities kept their musical techniques 
and performance standards at a high level. These personal experiences helped them to 
add new musical activities to their teaching and skilfully explained musical concepts and 
techniques to the students. This professional knowledge and skills also helped them to get 
respect and recognition from their students and colleagues, which contributed to their 
confidence and pleasure teaching music (Ballantyne et al., 2012; Welch et al., 2011). In 
addition, the enthusiasm and interests in music provoked Tin to take up challenges at work 
and explore his professional area. Therefore, the improvement of music knowledge and 
skills and the abilities of organising extra-curricular activity benefited their commitment to 
being a music teacher (Pellegrino, 2011). At the same time, music teaching was a good 
way to demonstrate their professional skills to others. Additionally, students could present 
their music thoughts on stage, which also contributed to their satisfaction of work. 
6.1.2 RQ 2: What do they consider to be the distinctions between idealised and 
realised teacher identity in their workplace?  
Finding 2: The distinctions between idealised and realised music teachers’ 
lives include tasks outside their professional areas, difficulties in effective 
teaching, classroom management and student discipline, and unreasonable 
salary and school status. 
Han and Tin both held a “naïve and idealistic” image of being a music teacher prior 
to beginning work (Hong, 2010, p. 1530). Negotiation between their ideal understanding 
and the realities of being a music teacher accompanied their adaption process. During the 
process, they both experienced challenges and tensions, because they did not have the 
necessary experience or knowledge that would enable them to seamlessly adapt their 
teaching skills to specific school contexts and classroom atmospheres. The challenges 
that they experienced included the areas of professional knowledge and skill, pedagogical 
content knowledge and skills, school context and self-knowledge. Tasks outside their 
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professional areas, difficulties in effective teaching, classroom management and student 
discipline, and unreasonable salary and school status, were experienced by both Han and 
Tin when they faced real teaching environments.  During these challenges, Han 
emphasised that she experienced tension and unhappiness when she took on an 
administrative role. The reason was she felt those administrative tasks were low-skilled 
and these also took time away from her preferred activities, which including lesson 
preparation and piano performance practise. Tin believed the unreasonable salary was an 
important issue that generally influenced other potential male music teachers’ commitment 
to the career. The unreasonable pay not only brought financial problem to their families, 
but also made them feel unfair in their psychological perspective.  
6.1.3 RQ 3: How did self-knowledge influence the development of their 
commitment level to being a music teacher? 
Finding 3: Fulfilling the three psychological needs of relatedness, 
competency and autonomy at work can be influential for early-career music 
teachers, building their confidence and knowledge, and enabling them to 
reconstruct an appropriate music teacher identity with which to function 
properly in their workplace. 
Though Han and Tin faced similar challenges and have received similar support, 
they have developed different levels of achievement and commitment on their journey to 
becoming a music teacher. Tin generally showed more commitment than Han, and felt he 
was fulfilled at work and satisfied with his achievements from a professional and 
pedagogical aspect. In contrast, Han had negative emotions about administrative tasks, 
and had found she had made little improvement with her pedagogical and professional 
knowledge and skills. In addition, she still suffered from confusion about her occupational 
development. Through comparison of their behaviour and thoughts while at work, I found 
that the satisfaction of three basic psychological needs played a significant role in 
determining whether Tin and Han were able to reconstruct an appropriate and functional 
music teacher identity when facing unexpected working conditions. 
The satisfaction of relatedness is important for teachers when adapting to a real 
school context. Teaching is a social and human interactive activity, and Tin believed he 
was interconnected with, and supported by the students, his mentor, and other colleagues. 
He was likely to open himself to adopt the roles, values, beliefs and practices that were 
accepted and appreciated by other teachers. These thoughts and behaviours had helped 
 86 
 
him to deepen his understanding of what being a teacher is like, and to develop a positive 
attitude towards the challenges and problems he faced in the workplace (Hardré, 2013). In 
contrast, Han felt a lack of connection and collaboration with others. She still did not 
happily accept the organisational role as part of her working responsibilities, and had a 
negative attitude towards doing these administrative jobs. In turn, this undermined her job 
satisfaction and impeded her commitment to being a music teacher. 
Satisfying the need for competency is important as a means of enabling teachers to 
put continuous effort into pedagogical and professional studies. Tin developed a higher 
self-efficacy in classroom teaching, which had prompted him to put effort into improving his 
pedagogical knowledge and skills. However, Han developed a lower self-efficacy in 
classroom teaching and she felt that her teaching skills have not been up to her full 
potential. She felt she spent too much time on the low-skilled and tedious administrative 
tasks, which left little time for lesson preparation and self-study in the pedagogical and 
professional areas. She also believed she needed more support from the school to be an 
effective teacher. These beliefs impeded and delayed Han’s ability and enthusiasm to self-
study in an ongoing manner. 
The satisfaction of the need for autonomy benefits teachers by enabling them to 
explore their professional areas at school. Tin found his personal professional goals were 
generally consistent with the goals of the institution. He felt he could express and develop 
his professional interests, values and capacities at work. He would like to meet challenges 
and explore his professional area relating to the interests of students. In contrast, Han 
believed there was little alignment between her personal professional goals and those of 
the institution. She found the administrative tasks took too much of her working time, and 
was not able to demonstrate her interests, values or capacities. However, she had to do 
these tasks. The lack of autonomy at work impeded Han’s ability to be flexible in her 
professional exploration and prevented her from adjusting her professional interests to 
meet the students’ interests. 
Finding 4: Early career music teachers who have more intrinsic than extrinsic 
motivations at work, are more easily able to accept the realities of the school 
context, and develop a positive attitude to teaching. 
Intrinsic motivation played an essential role in Tin’s work motivation structure, 
because he focused on work that expressed and developed his interests, personal values 
and capacities. He actively took up challenges and adjusted his idealised understanding of 
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being a music teacher with the realities of the school context, in order to function properly 
in the workplace. In contrast, extrinsic work goals occupied a central place in Han’s 
motivation structure because her efforts at work were motivated by particular purposes, 
such as tenure and promotion, elements that were separable from teaching itself. She felt 
frustrated and negative about teaching when she found she would not obtain tenure at the 
school. Therefore, Tin had more intrinsic motivations at work than Han, and Tin more 
easily accepted the realities of the school context and developed a positive attitude to 
teaching. 
Finding 5: A modified view of the theoretical framework  
 
 
Figure 2. A modified view of the theoretic framework. 
 
This study provides a theoretical framework (see P. 13) for conceptualising and 
understanding the occupational identity development of early-career music teachers. 
Music teachers experience the negotiation between idealised and realised teacher identity 
during their first few years of teaching. There are five themes influencing this negotiation 
process, which include pedagogical content knowledge and skills, professional knowledge 
and skills, self-knowledge, performer and teacher identities and school context. 
Furthermore, the study confirms the use of SDT theory to explore the self-knowledge, 
which helps readers understand how self-knowledge influences music teachers’ attitudes 
and behaviour when they face the realised school teaching environment.  
Based on the analysis of two case studies, I propose a modification to the 
theoretical framework. Most of the theories are reasonable and useful for the study, but the 
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relationship between these themes needs to be modified. These themes are no longer 
conceptualised as being equal. Rather, self-knowledge and performer/teacher identities 
are reframed as the two most important themes. These two themes are mutually 
constitutive, dually influencing, and being influenced by, the other three themes 
(pedagogical content knowledge and skills, professional knowledge and skills, and school 
context). This framework contributes to the understanding of early-career music teachers’ 
processes of negotiating between their idealised and realised identities, which in turn 
contributes to the development of their commitment towards being a music teacher. 
6.2 Recommendations 
This project aims to develop a complex, detailed understanding of the tensions, 
challenges and rewards experienced by two Chinese music teachers in their first three 
years of teaching, as they work to develop an occupational identity. The findings of this 
study suggest that occupational identities of Chinese early-career music teachers can 
include musician, performer and music teacher. The distinctions between music teachers’ 
idealised and realised lives are mainly influenced by their tasks outside their professional 
areas, classroom management and student discipline, difficulties in effective teaching, and 
unreasonable salary and school status. Importantly, I found that fulfilling the psychological 
needs of relatedness, competency and autonomy at work is beneficial for early-career 
music teachers to maintain confidence and knowledge. This, in turn, enables them to 
reconstruct an appropriate music teacher identity to function in their workplace. Another 
significant outcome of the research found that early-career music teachers who have more 
intrinsic motivations than extrinsic motivations at work will more readily accept the realised 
school context and develop a positive attitude towards teaching. 
The project is a specific case-in-point research and the two participants both come 
from the same school with superior financial resources. It is possible to study a wide range 
of participants with more diverse personal and school backgrounds, which would be 
valuable for investigating the occupational identities of Chinese music teachers.  
Furthermore, Stake (2005) suggests one of ways of maximising the learning from a case 
study is “a respect for and curiosity about culturally different perceptions of phenomena” 
(p. 459). Therefore, further research could compare the similarity and difference between 
the negotiations process of music teachers from Chinese and English-speaking countries. 
This is beneficial for understanding the music teachers’ occupational identity development 
from a holistic perspective. 
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This study proposed a theoretical framework and used it to analyse the 
occupational identity development of early-career music teachers. A modified framework 
was proposed, based on the findings of the study. The study can be further extended and 
strengthened by incorporating a larger sample size and a survey methodology to measure 
the relative balance between these professional themes from teachers’ perceptions. In 
addition, this study specifically discussed how basic psychological needs and intrinsic and 
extrinsic motivations influenced music teachers’ commitment level of being a music 
teacher. Future studies may further discuss the internalisation process of formulating 
teacher identity. Researchers can explore how socially-valued rules translate into 
teachers’ endorsed values and self-regulation. This will help readers to understand 
specifically how music teachers make identity-relevant commitments and choices in their 
work. 
In the case of Han, there are conflicts between her self-identity and realised identity 
development tendency. Although Han identified herself mainly as a music teacher, her 
attitudes and behaviours showing stronger motivation for pursing a piano performer 
identity at work. These conflicts contributed to her confusion about her occupational 
development. However, the reasons that Han developed the inconsistencies between her 
self-identity and realised attitudes and behaviours towards music teaching need to be 
explored further. The inconsistency is caused by many factors, for example, imbalance 
between their existing performer identity and being a new teacher, the conflicts between 
her personal and professional life, her education experience, and influence of her parents 
and other significant people (Welch et al., 2011). Further research could investigate the 
reasons behind music teachers’ self-conflicts, which would benefit the understanding of 
their decision-making in daily teaching and the complicated lives of school music teachers. 
It should be noticed that the differences between Han and Tin may partly be caused 
by the different life-stages they were in during these years. Han got married two years 
after she began her career and during this period she may have also faced pressures 
associated with her role change from a single women to a working wife. In contrast, Tin 
seems to face much less pressure in his social role. Further research may be conducted to 
explore whether there is a gender, cultural, or life stage difference between performances 
of early-career music teachers, and to what extent gender roles impact on the self-efficacy 
and commitment of early-career teachers. 
The results presented in this thesis suggest that these music teachers who are 
dissatisfied with their professional life report feeling undervalued as teachers due to 
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insufficient salary, low school status, lack of professional support from school and 
ineffectiveness at teaching. Berliner, Glass and their colleagues (2014) believed improving 
music teachers’ salaries to be an effective approach to keep teachers at school and 
improve the quality of teachers. In addition, the data suggests that continuing professional 
development is crucial for music teachers. Learning from experienced teachers and 
discussions with colleagues are beneficial to increase their effectiveness as teachers. 
Moreover, music teachers who have lower self-efficacy in teaching may experience an 
undermining of their confidence and enthusiasm, which may impede their continuous self-
study efforts. Therefore, it is suggested that objective criteria should be built to help music 
teachers to assess their teaching abilities, which may help to reduce the teacher attrition 
rate.  
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Appendix A: Interview Protocol  
A. Introduction to the interview protocol and research questions 
The interview protocol is a standardised agenda for the investigator’s line of inquiry. 
The protocol includes an introduction to the protocol, the data collection procedures, the 
interview questions and an outline of the case study report. I also list the specific 
information I need to collect from the participant in each interview. This information 
reminded me to focus on collecting the data I require in the interview process. As data 
collection proceeded, I went back to my research questions to keep my information 
collection on track. The following are my research questions: 
RQ1. What are the occupational identities of two selected early-career music teachers 
in China? 
RQ2. What do they consider to be the distinctions between idealised and realised 
teacher identity in their workplace?  
RQ3. How did self-knowledge influence the development of their commitment level to 
being a music teacher? 
B.  Data collection procedures 
B1. Names of sites to be visited 
a. Gatekeeper:  Mr Y 
b. Participants:  
 Two music teachers in their first three years of teaching 
 Their mentor teachers 
 School administrator 
c. The school of Shanghai 
B2. Data collection plan  
a. Data collection process 
 
Interview one with a 
music teacher 
Interview two with the 
music teacher 
Interview with the 
mentor teacher 
Interview with the 
school administrator 
Interview three with 
the music teacher 
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b. Interviews 
Interviews were the primary data source for the study, and were carried 
out with two music teachers, their mentor teacher and school administrator. In 
these interviews, I used open-ended questions to help and encourage 
participants to explore their response. The interviews conducted included: 
 Three interviews with each music teacher (up to 45 minutes each) 
 One interview with the mentor teacher of the two music teachers (up to 60
 minutes) 
 One interview with a school administrator (approximately 15 minutes)  
B. Interview questions  
C1. Two music teachers 
a. The goal is to have two music teachers reconstruct their exploration and 
experience of what it means to be a music classroom teacher. 
   Their personal and educational background:  
 Family and cultural background 
 Decision to choose music education as a major and to become a music 
teacher—such as, significant people’s influence and job chance 
 Experience of career exploration—part-time jobs, previous positions 
   The difference between their idealised identities and realised identities of 
being a music teacher: 
 Social values and personal responsibilities of being a music teacher 
 Competency requirements of being a music teacher—knowledge and 
skills 
 Support resources of teaching—people, and facility 
 Effort required to ‘survive’ and function in the workplace 
Interview One: I would like you to describe the events and experiences 
that led you to where you are now as a classroom music teacher. 
   Personal experience: 
 Family/cultural background: family demographics, parents’ work, and 
family socio-economic status 
 Qualification/s 
 Position/s 
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 Teacher training experience: self-description as a student in university 
(professional and personal perspectives)  
 Part-time jobs in the college 
 The reason you chose to be a classroom music teacher: influential 
people (parents, previous music teachers and peers), events (pre-
service teaching experience, job opportunities, other related activities) 
   Idealised teaching experience—what are your expectations of the work of 
classroom music teachers? 
 Social status, personal values, lifestyles, and an image of classroom 
music teachers 
 Working area 
 Needs of competency: pedagogical knowledge and skills, and 
professional perspectives 
 Teaching environment: teaching room, rehearsal room, instruments and 
other facilities 
 Support expectation: mentor teachers, professional training programs, 
and family 
   Realised teaching experience—what is the real situation regarding the 
work of classroom music teachers? 
 Realised social status, personal values, and lifestyles 
 Working area, responsibility, school expectations and working time 
(classroom teaching and extra-curriculum activity organisation) 
 Teaching environment: teaching room, rehearsal room, instruments  
 Realised needs of competency: pedagogical knowledge and skills, 
professional perspectives, knowledge of self 
 The influence of your previous music experience on your teaching 
 Challenges, tensions, doubts and uncertainty during this period: time 
and energy; professional knowledge and skills; teaching knowledge and 
skills; relationship with students, colleagues and students’ parents; the 
most difficult aspect 
 Your efforts on these challenges 
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 Support recourses: mentor teachers and colleagues; professional 
training programs; social professional groups, family and friends 
 Rewards and satisfaction: students’ performance; recognition of others; 
new recognition and discovery of yourself from practice; salary; 
personal performance, professional development, achievements; the 
most rewarding aspect 
b. The goal is to have the participants recall the details of what they are doing in 
the workplace, and the energy and expense expended on professional 
development. These helped me to understand their roles at work and attitudes 
to their present work. 
   Roles of a music teacher in the school from their perspectives  
 Time spent on daily work: classroom teaching and preparation for 
teaching; extra-curriculum activity organisation; practice of music skills; 
other tasks 
 Energy and expense expended on professional development 
 Similarities and differences of their work to other music teachers and 
other subjects’ teachers.  
   Attitude to their work 
 Their emotion, attitudes to these challenges, efforts and results; 
 Their decision-making ability in the work. 
Interview Two: I would like you to reconstruct a day in your teaching 
work from the moment you wake up to the time you fall asleep.  
   The preparation process of a set of your lesson plans 
   Extra-curriculum activity organisation  
   Roles in work 
   Satisfactory aspects  
   Differences (include tasks, working load, support recourses, chances of 
professional development, income) between your work and other teachers’ 
work (the same subject and different subjects) 
   Challenges in your work (e.g. time and energy; professional knowledge 
and skills; teaching knowledge and skills; relationship with students, 
colleagues and students’ parents) 
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   Your emotion and attitude to these challenges, efforts and results on 
these challenges 
   Support resources (people and facility);  
   Arrangement of weekends and holidays 
   Monthly expense (e.g. living cost, concert attendance, professional books, 
CDs and DVDs, training programs) 
c. The goal is to have the participants express their thoughts on being a music 
teacher, and to reflect the process of how they survive and function in their first 
few years of teaching. 
   Their thoughts on being a teacher 
 Personal description of themselves as a music teacher (now and future) 
 New recognition and self-discovery in working (e.g. potential abilities 
and personal growth) 
 Others’ view of them as a music teacher from their perspectives  
 The similarities and differences of occupational identity development to 
other music teachers and teachers of other subjects 
   The relation between a performer identity and a teacher identity 
 The relationship between classroom teaching and professional 
performance (e.g. conflicts or support each other) 
 The relationship between the improvement of professional knowledge 
and skills and commitment to be a music teacher 
 The relationship between extra-curriculum activity organisation and 
commitment to be a music teacher 
   Knowledge of self 
 Basic psychological needs 
o Their effectiveness in their work (whether obtained desired outcomes 
and decision-making ability) 
o Their influence on students’ performance and school music 
environment (their roles in students’ professional development and the 
development of school music environment) 
o The level of acceptance by others: students, colleagues and school 
leaders 
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o Their efforts on improving their effectiveness, influence to others, 
interpersonal relations 
 Their intrinsic and extrinsic motivations in their work  
o Intrinsic motivations mainly include community contribution, self-
development and affiliation  
o Extrinsic motivations mainly include financial success, social recognition 
and physical appeal 
 Internalisation  
The process of transformation from socially valued norms and rules 
(e.g. education policy, school culture, values and beliefs of colleagues, 
parents and college peers) into their endorsed values and self-
regulation (e.g. teaching behaviour, lifestyle), and finally translated into 
their occupational identity formation 
o The positive and negative influence of social views, education policy, 
school cultural of being a music teacher 
o The positive and negative influence of values and belief from 
colleagues, social professional groups, students and students’ parents 
on being a music teacher 
o The positive and negative influence from their family and friends on 
being a music teacher 
o The positive and negative activities involved in being a music teacher 
(e.g. journal writing, joining in social professional groups). 
Interview Three: As you have told me about the events that led you to 
the profession as a classroom music teacher and what your work life for you, I 
would like you to tell me what it means for you to be a music teacher?  
 Your possible identities in profession (e.g. student, teacher, music teacher, 
performer, musician) 
 Your future image of yourself /who you want to become 
 Your idea of other people’s views of you 
 New recognition and discovery of yourself from the previous working 
practice (e.g. your potential ability on some perspectives and self-
knowledge) 
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 Similarities and differences of the adoption to work with other music 
teachers and teachers of other subjects  
 Experiences of improving your commitment to a music teacher (e.g. the 
improvement of professional knowledge and skills, extra-curriculum 
activities organisation, social professional performance) 
 Similarities and differences of your desired outcomes and real results of 
your work 
 Your influence on students’ growth and school development 
 Influential factors from social norms, rules, education policy (e.g. 
curriculum reform), school culture   
 Influential factors from values and belief of colleagues, social professional 
groups, students and students’ parents  
 Influence factors from your family and friends 
 Activities of positive/negative influence on the self-understanding (e.g. the 
reflective journal writing, skills learning, support from colleagues and 
education experts, recognition of leader, rewards from competition, good 
performance of students in class or musical group)  
 Suggestions on support from school and other education institutes to 
early-career music teachers  
 Career plans: plans for your profession development (e.g. lessons on the 
improvement of musical skills; training for pedagogical knowledge and 
skills; joining in a music professional group)  
 A metaphor of yourself as a music teacher 
C2.  Mentor teachers of two music teachers 
The goal is to get contextual evidence from the experienced professionals, 
to understand about how one becomes a teacher. 
a How do these music teachers cope with the challenges and rewards of 
becoming a teacher in this environment? 
b Interview questions: 
  Which challenges do early-career music teachers face in their work? 
  Compared to other subject teachers, what are the differences in these 
challenges? 
  What support do music teachers get from the school in the process of 
adapting to their work? 
 106 
 
  From your experience, what other support would be helpful to these new 
teachers?  
 What qualities or characteristics about this person “stand out” in your mind? 
 What is his/her idealised understanding of being a music teacher? 
 What challenges did this music teacher experience during learning to teach? 
What are their achievements? 
  How would you describe this individual, as a: musician, music teacher, 
teacher, educator, or leader?   
  In your opinion, what degree of success will this person achieve as a music 
teacher? 
  Are there any concerns or observations about this person that you wish to 
share? 
C3. The School Administrator 
The goal is to understand the values and beliefs of the school.  
a. To collect data about the supportive and inhibitory factors of the development 
of music teachers’ identities 
b. Interview questions: 
  What strategies and policies of the school are adopted regarding music 
education? 
  Could you give some comments on the outcome of music education in the 
school? 
C. Outline of the case study report 
     The report of this study includes the following parts: 
D1. The description of each participant and his/her setting  
a. Music education experience 
b. Decision to be a classroom music teacher 
c. Teaching experience and future occupational development expectation 
d. Metaphor and self-identity in occupational area 
D2.  Discussion 
a.  Occupational identities 
b.  The distinctions between idealised and realised teacher identity 
c.  The influence of self-knowledge in music teacher identity development 
D3. Conclusions and recommendations 
D4. References  
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Appendix B: Chinese Version of Interview Protocol 
A. 调查采访规程和研究问题的介绍 
调查采访的规程是为调查者的询问流程提供一个标准的备忘录。其中包括对调查采访
规程和研究问题，数据收集的程序，采访问题和案例研究报告的提纲这四部分。在采访问题
部分，除了包含对访谈对象的具体问题，我还列出了对每一次访谈中需要收集哪些信息。这
部分内容提醒我在收集数据过程中关注我需要的信息。在收集数据的过程中，我也经常思考
此论文的三个研究问题，确保我正在收集的信息是本研究需要的材料。以下是本论文的研究
问题： 
RQ1. 所选择的两个中国职业早期的音乐教师的职业身份认同是什么？ 
RQ2. 他们认为在工作环境里理想的和真实的身份认同之间的区别是什么？ 
RQ3. 自我知识如何影响他们对成为一名音乐教师的认同程度? 
B. 数据收集的程序 
B1. 采访的人物和地点的名称 
a.  联系人：Y先生 
b.  参与者： 
 两个在就职前三年的音乐教师 
 他们的指导教师 
 学校领导 
c.  上海的一所学校 
B2. 数据收集计划 
 108 
 
a.  数据收集过程 
 
b.  访谈 
访谈是我研究的主要数据来源，包括对两个音乐教师、他们的指导教师
和学校领导的访谈。在这些访谈中，我运用开放型的问题去帮助参与者开拓他
们的回答。 
 与每个教师进行三次访谈 （每次大约 45分钟） 
 与两个教师的指导教师进行一次访谈 （大约 60 分钟）  
 与学校领导进行一次访谈 （大约 15分钟 ）  
C. 访谈问题 
C1. 两个音乐教师 
a.  访谈的目标是让两个音乐教师重构他们作为一个音乐教师的发展经历。 
 个人背景和受教育经历 
 家庭和文化背景 
 选择音乐教育作为自己专业的原因，以及决定成为一名音乐教师的过程 
 职业探索的经历——兼职工作的经历，以往的职业 
 他们对于在理想中和现实中成为一名音乐教师理解的异同 
 成为一名教师的社会价值和个人责任 
 成为一名音乐教师的能力需要——知识和技能 
 教学的支持资源——人和设备 
 适应工作中的努力 
访谈一：我想请您表述您成为一个中学音乐教师的经历。 
音乐教师采访1 音乐教师采访2 采访指导教师 
采访学校领导 音乐教师采访3 
 109 
 
 个人经历 
 家庭背景/文化背景：家庭的地理位置；父母的职业；家庭的社会经济地
位 
 受教育水平和各种资格证明 
 曾经的工作经历和具体职位 
 教师培训的经历：在大学期间作为一个学生的自我描述（专业和个人方
面） 
 大学期间的兼职工作经历  
 成为一名中学音乐教师的原因：受影响的人 （父母、原来的音乐教师和
同伴）；受影响的事件 （教师实习经历，工作机会，其它相关活动） 
 理想的教学经历——您对音乐教师工作的期待 
 社会地位，个人价值，生活方式和中学音乐教师的形象 
 工作范围和职责 
 能力的需要：教学法知识和技能，专业方面的知识和技能，组织管理和
人际交往方面等 
 教学环境：教室，排练厅，乐器和其它设备 
 提供帮助和支持的资源：指导教师，专业培训活动，社会专业群体和家
庭朋友 
 现实的教学经历——中学音乐教师工作的现实情景 
 现实的社会地位，个人价值，工作方式 
 工作范围，责任，学校期待和每周工作时间（课堂教学和课外活动的组
织） 
 教学环境：教室，排练厅和乐器 
 能力需求：教学法知识技能，专业知识技能和个人的知识 
 以往音乐经历对教学的影响 
 在教学中的挑战，紧张，怀疑和不确定因素：时间和精力，专业知识和
技能，教学知识和技能，与学生，同事，领导和学生家长的关系 
 对这些挑战的付出和努力 
 寻求帮助和支持的途径：指导教师和同事，专业培训活动，社会专业群
体，家庭和朋友 
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 个人收获和满意状况：他人对自己专业能力的认可；报酬；学生的表现；
在实践中对自己新的认知和自我能力的发现；个人表现，专业发展和成
就 
b.  目标是让参与者回忆他们在现实工作中的细节和他们在专业发展中付出的时间
和开支情况。这些帮助我去理解他们在工作中的角色和对待工作的态度。 
 从教师们自己的角度，他们如何看待音乐教师的角色 
 每日的工作时间：课堂教学和备课时间；课外活动的组织；音乐技能的
练习和学习；其它管理工作 
 在专业发展上付出的时间和开销情况 (以每月或每个学期为单位)  
 与其它职业初期的音乐教师和其他科目教师相比的相似和不同之处 
 对待工作的态度 
 教师们经历这些挑战，努力和面对结果时的情绪和态度 
 教师们在工作中的决策能力 
 访谈二：我想让您描述一天您普通的工作生活，例如从早上起床到睡觉，在这
一天生活中您会在哪里，做些什么，和谁在一起以及您的心情状况如何。 
 一堂课的准备过程 
 课外活动组织过程 
 工作中的角色 
 满意的方面 
 您与其它职业初期的音乐教师和其他科目教师相比，在工作中相同和不同的
方面（包括工作任务，工作量，指导和支持的资源，专业发展的机会和收入
等） 
 您工作遇到的挑战（例如时间和精力；专业知识和技能；教学法的知识和技
能；与学生，同事，领导和学生家长之间的关系处理方面等） 
 遇到这些挑战时当时的情绪和态度，以及在自己付出努力的过程中和得到努
力的结果后的情绪和态度又是如何 
 寻求帮助和支持的途径和资源（人和设备方面） 
 周末和节假日的时间安排 
 每月花销（例如：生活费的支出，音乐会和各种艺术表演活动的参与，专业
书籍、ＣＤ和ＤＶＤ的购买，培训和进修活动的投入） 
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c.  目标是让参与者阐述他们对于成为一个音乐教师的想法，并且反思他们在教学
前几年中是如何逐步适应工作，提高自己的教学水平的经历。 
 教师们自己对于成为一名教师的看法 
 从个人角度，他们如何看待成为一名音乐教师（现在和未来） 
 在工作中对自己新的认识和自我发现（潜在的能力和个人成长方面） 
 从教师们自己的角度而言，他们认为他人是如何看待他们作为一名音乐
教师的 
 与其它职业初期的音乐教师和不同学科的教师相比，职业身份认同发展
的相似和不同之处 
 教师们如何看待自己作为表演者和教师这两者角色之间的关系 
 课堂教学和专业表演活动的组织和参与之间的关系（例如：相互冲突，
相互支持，或者其它） 
 专业知识和技能的提高对音乐教师身份认同的影响 
 课外活动的组织和参与对音乐教师身份认同的影响 
 自我的知识 
 基本心理需求 
o 工作的有效性（处理课堂和排练问题时的解决能力，是否获得期望的
结果） 
o 对学生表现和学校音乐环境的影响（他们在学生专业发展和学校音乐
环境中所扮演的角色） 
o 被他人接受和认可的程度：学生，同事，领导和学生家长 
o 他们在提高自己教学和排练成果中的努力，他们对提高人际关系中的
努力 
 他们在工作中的内在和外在动机 
o 内在动机主要包括对学校的贡献，自我发展和归属感（例如，音乐组
的一员，学校的一员） 
o 外在动机主要包括收支水平的满意，社会认同和外表吸引力 
 动机内化的过程 
从社会的价值标准和准则（例如：教育政策，学校文化，同事，父母和
大学同学的价值和信念）转化成他们喜欢的价值和自我管理（例如：教
 112 
 
学行为，工作和生活方式），和最终将这些价值和准则吸收为他们对自
己职业身份认同的一部分的过程。 
o 社会观点，教育政策，学校文化对于成为一名音乐教师的积极和消极
的影响 
o 同事，社会专业群体，学生和学生家长对于他们成为一名音乐教师的
价值和信念的积极和消极的影响 
o 家庭和朋友对于他们成为一名音乐教师的价值和信念的积极和消极的
影响 
o 在发展音乐教师的自我认同中产生积极和消极的活动 （例如：工作日
志，参与社会专业群体） 
 访谈三：正如您已经告诉我的，有关您成为一名音乐教师的经历和工作生活现
状，我想请您告诉我，成为一名音乐教师对您而言意味着什么？ 
 在职业中您可能的身份认同（例如：学生，教师，音乐教师，表演者和音乐
家） 
 对于未来，您想在职业中成为一个什么样的人 
 您认为您在他人印象中是一个怎样的教师 
 在以往工作经历中对自我能力的认识和发现（例如：您以往没有发现的能力
和自我认识） 
 与其它职业初期的音乐教师和其他学科教师相比，你们在适应工作中有哪些
相似和不同的方面 
 提高您对音乐教师职业认可的经历（例如：同事和领导的认可，专业知识和
技能的提高，课外活动的组织，学生对音乐活动的积极参与，社会专业活动
的演出经历，工作中的成就感和幸福感） 
 对于工作，您个人期望的和真实的收获之间的异同 
 您对学生成长和学校发展所产生的影响 
 有关社会标准，教育政策（例如，课程重组），学校文化方面的影响因素 
 同事，社会专业群体，学生和学生家长的价值和信念方面的影响 
 家庭和朋友的观念对您职业的影响 
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 对自我理解的过程中产生积极和消极影响的活动（例如：工作日志的反思，
技能学习，同事和教育专家的支持和鼓励，领导的认可，在专业比赛中的获
奖经历，学生在课堂和音乐活动小组中的积极表现） 
 提出对学校和其他教育机构在支持职业早期音乐教师专业成长的建议 
 专业发展的自我计划（例如：参与音乐技能的相关课程；参与教学法知识和
技能的培训；加入音乐专业群体） 
 请用一个暗喻来描述自己作为一个音乐教师的状况 (一个物体或者一个场景)  
C2. 两个音乐教师的指导教师 
目标是从一个有经验的教师的陈述中获得这两位音乐教师工作的背景信息，理解他们
适应新工作环境的经历。 
a.  这些教师在适应工作中遇到哪些挑战和收获呢？ 
b.  访谈问题： 
 在工作中，年轻音乐教师遇到哪些挑战呢？ 
 与其它专业教师相比，这些挑战有什么不同呢？  
 在适应工作的过程中，这些年轻音乐教师从学校可以得到哪些帮助和支持呢？ 
 从您的经验来说，您认为还有其他哪些帮助和支持会对年轻教师的工作适应
产生促进作用呢？ 
 当我提及这位教师时，在您脑海中浮现出哪些有关这位教师的特征呢？ 
 这位教师在理想中对于教师的认识和理解是怎样的呢？ 
 在适应教学的过程中，这位教师遇到了哪些挑战？又获得了哪些收获呢？ 
 概括地说，您将如何表述这位教师，是一个：音乐家，音乐教师，教师，教
育者，领导者，或者其它的身份呢？ 
 您认为，他在音乐教育的领域将取得什么程度的成就呢？ 
 另外，关于此位教师，您还有什么愿意分享的吗？例如您关注的或者观察到
的方面。 
C3. 学校领导 
访谈目标是理解教师们所工作的这所学校的价值和信念。 
a.  收集这所学校有关支持或者阻碍音乐教师身份认同发展的政策和文件信息。 
b.  访谈问题： 
 在音乐教育上学校的策略和政策 
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 对学校音乐教育成果的评价 
D. 案例研究报告的提纲 
此研究的报告包含以下几个方面： 
D1. 对每一个教师的教育和工作背景的描述 
a. 音乐教育经历 
b. 决定成为一名音乐教师的经历 
c. 教学经历和对未来职业发展的期待 
d. 在职业领域中的暗喻和自我身份认同 
D2. 案例分析和讨论 
a.  职业身份认同 
b.  理想的和现实的职业身份认同之间的区别 
c.  自我知识在音乐教师身份认同发展中的影响 
D3. 总结和未来研究推荐 
D4. 参考文献 
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Appendix C: Approval of Ethic Clearance  
 
